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C~~RI 
THE INTRODUCTION TO THE STUDY 
1. The Problem 
This study will investigate the changes that occur in 
cadet teacher attitudes towards pupils during the practice 
teaching experience. Particular attention will be given to 
the influence of the critic teacher on changes in attitudes 
of the cadet teacher. 
The practice teaching experience holds a major place 
in the training of new teachers. In Vermont where this 
study is centered, students in the state's teachers' col-
leges spend one quarter of the entire junior and senior 
academic years working off campus with one experienced 
teacher known as the critic or cooperating teacher. Is it 
possible that this cadet teaching experience is, in some 
respects, undoing the work of the teacher training institu-
tion? Is it possible that a starry eyed cadet is crashed 
from his ivory towered indoctrination when he runs up 
against a batch of little devils or a seasoned tartar who 
has learned to keep them in their place? Or could it be 
that a cadet has been conditioned to expect the worst when 
he faces the classroom, yet his experiences with delightful 
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children and a friendly, helpful critic fill him with new 
enthusiasm and a more accepting attitude? Or perhaps there 
is such a contrast between the cadet's attitudes toward 
pupils and those of his critic, that the two individuals 
grow further and further apart as they try to work together. 
To answer the above questions, and many others related 
to them, a serious attempt will be made throughout this 
dissertation to report what caa be learned about the atti-
tudes of a cadet just before he enters a teaching classroom 
situatien for the very first day. Then some eight weeks 
later, immediately following the close of his practice 
teaching experience, the same set of attitudes will be re-
investigated in order to discover any significant changes. 
The central theme involves not only the investigation 
of what changes occur, but an attempt to test the hypothesis 
that the direction of the change is a function of the size 
of the difference between the critic and the cadet. This 
discrepancy hypothesis assua~s that where attitudes of the 
cadet teacher and the critic teacher are much the same, the 
critic teacher should have little significant influence on 
the cadet teacher's attitudes. Where the critic teacher 
differs a moderate amount from the cadet teacher, the change 
in attitude of the cadet teacher may be in the direction 
of the critic teacher. Where there is a wide gap between 
the attitudes of the cadet teacher and his critic, change 
away from the critic teacher may be expected. Attitude 
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opinion studies have shown that the direction of change is 
frequently dependent upon the gap between the point of view 
held as opposed to the point of view presented. David c. 
McClelland11 in his book, Achievement Motive, would support 
this hypothesis. Hovland, Lumsdaine, and Sheffield£/ 
writing in Experiments on Mass Communication tell of the 
"boomerang" in propaganda where the attitude expressed by 
the propaganda is so opposed to the attitude of the indi-
vidual being subjected to it that the individual becomes all 
the more reinforced in his own point of view. 
2. The Data to be Studied 
Basically, a study of attitude changes will take place 
statistically organized around a discrepancy hypothesis. 
Detail with respect to methodology can be found in Chapter 
III. Suffice it to state here that every cadet teacher in 
the teacher training institutions supported by the State of 
Vermont who experienced practice teaching for the first time 
during the spring of 1956 received a Minnesota Teacher Atti-
tude Inventory, a Guilford-Martin Inventory of Personality 
Factors GAMIN, and the Abridged Mahoney Child Development 
Expectancy Index just before he began his very first 
1/David c. McClelland and Others, The Achievement Motive. 
New York: Appleton-Century-Crofts, 1953, p. 43. 
~Carl I. Hovland, Arthur A. Lumsdaine, and F. D. Sheffield, 
Experiments on Mass Communication. Princeton: Princeton 
University Press, 1949. 
adTenture as a teacher. Immediately upon return to his 
college after about eight weeks as a cadet teacher the 
• Minnesota Teacher Attitude InTentory and the abridged 
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Mahoney Child Development Expectancy Index were readminis-
tered. He also sat for a personal interview with this 
author. His critic teacher was asked to complete the Min-
nesota Teacher Attitude Inventory, the Guildford-Martin 
InTentory of Personality Factors GAMIN, and the abridged 
Mahoney Child DeTelopaent Expectancy Index promptly after 
he had returned to college. The critic was not told that 
he was asked to take these tests because he had recently 
worked with a cadet. As a matter of fact he was merely 
asked to answer the questionnaires because he was an expe-
rienced teacher. 
The Minnesota Teacher Attitude Inventory is specifi-
cally designed to measure those attitudes of a teacher which 
predict how well he will get along with pupils in interper-
sonal relationships. The authors of the inventory belieTe 
that harmonious relations grow out of attitudes towards 
children which are characterized by affection, respect, 
interest, and understanding. Such statements as, "Most 
children are obedient." "Young people are difficult to 
understand these days." "A teacher cannot place much faith 
in the statements of pupils." "Children act more civilized 
than do many adults." "Standards of work should Tary with 
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the pupil." "Most children lack common courtesy toward 
adults." "No child should rebel against authority." "Most 
pupils try to make things easier for the teacher." "Children 
usually will not think for themselves." "Children are so 
likeable that their shortcomings can usually be overlooked." 
WMost pupils are not interested in learning." appear on the 
inventory. The person responding to the statements is asked 
to indicate whether he strongly agrees, agrees, is undecided, 
disagrees, or strongly disagrees with each statement. Ac-
cording te the authors of the inventory, Walter W. Cook, 
Carroll H. Leeds, and Robert Callis, teachers who score high 
on this inventory are rated by their pupils, their princi• 
pals, and an expert in the field of teacher-pupil relation-
ships as outstanding in their popularity with pupils, working 
relationships with pupils, and in their personality charac-
teristics essential to effective teaching. It should be 
stated very emphatically at the start of this study, how-
ever, that it is not a concern of this dissertation whether 
or not a cadet or a critic has an abundance of the attitudes 
which the authors of the test have determined aake for bet-
ter pupil-teacher relationships. The chief concern of this 
study is whether or not whatever attitudes the cadet ini-
tially possesses are changed as a result of the practice 
teaching experience. I£ changes do occur, then what rela-
tionship do they have te attitudes held by the critic? The 
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above discussion of the Minnesota Teacher Attitude Inventory 
is merely given in order to explain more clearly what the 
author of this dissertation is using as one base when he 
writes about changes in attitudes towards pupils. 
The Guilford-Martin Inventory of Factors GAMIN measures 
five traits of temperament. This inventory was administered 
to all cadets and critics cooperating in the study. Factor 
G of the Inventory measures general pressure for overt ac-
tivity. This trait is measured by such questions as, "Are 
you inclined to be quick in your actions?" Factor A measures 
ascendancy in social situations as opposed to submissiveness. 
This trait is measured by such questions as, "Do you find it 
difficult to get rid of salesmen to whom you do not care to 
listen or give your time?" Factor M measures masculinity 
of attitudes and interests as opposed to femininity. This 
trait is measured by such questions as, "Do you (or would 
you) like to go hunting with a rifle for wild game?" Factor 
I measures degree of self-confidence or lack of inferior 
feelings. This trait is measured by such questions as, "Do 
you feel that the average person has made a better adjust-
ment to life than you have?" Factor N measures lack of 
nervous tenseness and irritability. This trait is measured 
by such questions as, "Do you often become irritated over 
little annoyances?" For each of the 186 questions on the 
Inventory, a person is given the opportunity to answer 
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either "yes", "?", or "no". 
The Inventory of Factors GAMIN was used so that certain 
personality differences between a cadet and his critic could 
be identified and the relationship of these personality 
differences to attitude change explored. Chapter IV reports 
the influence of these differences on changes in the Minne-
sota Teacher Attitude Inventory measured attitudes of the 
cadets. Again it should be emphasized that the current 
study is primarily interested in cadet changes in attitudes 
towards children which seem to grow out of the practice 
teaching experience. Relationships between the personality 
traits of a cadet and his critic are only of interest as 
they seem to have an influence on changes in the attitudes 
of the cadet. 
The abridged Mahoney Child Development Expectancy Index 
is an instrument for measuring the judgments of adults con-
cerning the expected development of children. The Index is 
made up of 80 statements, 40 of which can typically be per-
formed by a child by the time he is nine years old. The 
other 40 statements describe behavior which is not typical 
of children until they have reached at least age 10. The 
statements are based on the Child Development Studies of 
Doll,!/ Kearney,~ and Gesell.l/ They are taken directly 
from the Mahoney Child Development Expectancy Index devised 
by William M. Mahoney~ as a part of his doctoral disserta-
tion. 
Such statements as "Can measure accurately with a 
ruler," "Understands the major aspects of reproduction in 
p.umans," "Can recognize some musical instruments by sound," 
"Knows how to use a table of contents and index," appear in 
the Index. The person taking the test is asked to check 
each item which he believes an average child 9 years old to 
be able to accomplish. 
The Index is used in this study in order to determine 
whether cadet teachers expect less, as much, or more of an 
average 9 year old after they have had teaching experience 
than they did before they had teaching experience. It is 
also used to see whether there is any relationship between 
changes in this expectancy and the expectancy as reported 
l/Edgar Doll, The Measurement of Social Competence. 
Philadelphia, Pennsylvan1a: Educational Publishers, Inc., 
1953, PP• 75-257. 
~Nolan c. Kearney, Elementary School Objectives. New 
York: Russell Sage Foundation, 1953, pp. 53-120. 
3/Arnold Gesell and c. Amatruda, Developmental Diagnosis. 
New York: Harper, 1954, pp. 59-86 • 
.lifi'lilliam M. Mahoney, 11A Study to Determine the Differences 
in the Personal Characteristics and Certain Judgment Ca-
pacities of Effective and Ineffective Primary, Intermediate, 
and Secondary-School Teachers," Unpublished Ed. D. disserta-
tion, The School of Education, Boston University, 1955. 
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by the critic teacher. 
It is hoped that this brief description of the instru-
ments used in this study helps the reader to gain a partial 
understanding of the data which will be available for anal-
ysis and the characteristics of the attitudes which are 
being investigated to determine if changes occur during the 
practice teaching experience. 
A personal interview was held between this author and 
each cadet soon after he completed his student teaching ex-
perience. The interview was somewhat unstructured in char-
acter, and almost invariably ran for more than 20 or 30 
minutes. Most of the following questions were answered 
incidentally as the cadet told the interviewer about his 
practice teaching experience, but if they were not answered 
in this informal interchange the interviewer specifically 
asked them. 
l. Do you believe there has been any change in your 
attitude towards pupils as a result of your 
practice teaching experience? 
2. If you are conscious of any attitude changes, can 
you tell me what these changes are? 
3. If you do think that any changes towards pupils 
have taken place, what causes can you think of 
that brought about the changes? 
4. Do you expect more or less of an average 9 year 
old now than you did before you had ever taught 
school? 
5. Would you like to work more permanently in the 
school where you just completed your practice 
teaching? 
10 
6. When some day you may become a critic teacher will 
you perform your duties in much the same way as 
your critic teacher did? 
In addition to these questions, each cadet was read one or 
two items on the Minnesota Teacher Attitude Inventory where 
his answers had changed from agreement to disagreement or 
vice versa between the first time he completed the ques-
tionnaire and the second time. He was asked if he could 
identify some episode during his practice teaching experi-
ence which might have contributed to his change in attitude. 
A personal interview was also held between this author 
and the three directors of student teaching at the three 
institutions of teacher training. During this interview 
the director of teacher training was asked to report his 
judgment of the critic teachers' attitudes towards pupils 
as they might be measured by the Minnesota Teacher Attitude 
Inventory. He was also asked whether or not he thought that 
the cadet and the critic were quite similar in attitudes 
which they held towards pupils. 
The personal interviews with cadets were carried out 
primarily to verify changes in attitudes as indicated on the 
Minnesota Teacher Attitude Inventory and abridged Mahoney 
Child Development Expectancy Index, and to learn first hand 
from the cadet what influence he thought the practice 
teaching experience had on his attitudes towards pupils. 
The personal interviews with directors of student teaching 
11 
added another dimension to the findings on both cadets and 
critics. 
3. The Setting of the Study 
The setting for this study is one of teacher education 
in the State of Vermont. Vermont ranks 29th in total popu-
lation (377,747) and 42d in size (9,609 sq. miles) among the 
states of the United States.!/ It has three state teachers' 
colleges. Johnson State Teachers' College is located in the 
northwestern section of the state, Lyndon State Teachers' 
College is located in the northeastern section of the state, 
and Castleton State Teachers' College is located in the south 
central section of the state. Students at Johnson Teachers' 
College have their initial student teaching experience in 
the fall of the year unlike Lyndon and Castleton. For this 
reason Johnson Teachers' College was not included in this 
study, but all students in elementary education who were 
receiving their student teaching experience for the first 
time during the spring of 1956 at the University of Vermont 
were included. The University of Vermont like Johnson is 
located in the northwestern section of the state. 
In the spring of 1956 Castleton Teachers' College sent 
out to the public schools 38 cadets for their first practice 
teaching experience. Lyndon sent out 28 similar cadets. 
l}The World Almanac and Book of Facts. New York: New York 
World-Telegram, 1958, p. 197. 
12 
The University of Vermont sent out 36 cadets in elementary 
education. It should be mentioned here that neither 
Castleton nor Lyndon trains any teachers for work in grades 
beyond eight. The University of Vermont does have a program 
in secondary education which is handled somewhat differently 
because of the fact that many of the students are registered 
in the College of Arts and Sciences rather than in the 
College of Education. For the purposes of this study, every 
single student who had practice teaching for the first time 
during the spring of 1956 at Castleton and Lyndon was in-
cluded, and every student enrolled in elementary education 
in the College of Education at the University of Vermont 
who experienced practice teaching for the first time during 
the spring of 1956 was also included. 
Castleton, Lyndon, and the University of Vermont all 
follow the same general procedures with respect to providing 
practice teaching experiences. None of the institutions has 
a laboratory school. Each year the directors of student 
teaching in all three institutions contact superintendents, 
particularly in their section of the state, in an effort to 
locate experienced teachers who would be willing to accept 
a cadet for a period of approximately 8 weeks. A separate 
critic is found for each cadet and at the appropriate time 
the cadet reports to the classroom where he has been as-
signed. The director of student teaching makes an effort 
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to visit each cadet while he is teaching for the first time, 
but these visits are quite infrequent. It certainly can be 
said that the cadet is professionally guided almost entirely 
by his critic teacher during the 8 weeks he is working in 
the critic's classroom. 
4. Summary of the Chapter 
This study is primarily concerned with what happens to 
a cadet teacher's attitudes toward pupils in relation to the 
attitudes held by his critic teacher. The study is limited 
to cadets in the publicly supported teacher training insti-
tutions of the State of Vermont who are training to teach 
in grades 1 through 8. It includes everyone of these cadets 
who had a practice teaching experience for the first time 
during the spring of 1956. It also includes 75% of the 
critics who worked with these cadets and who were also 
willing to cooperate in this study. Data are gathered by 
questionnaires administered to cadets both before and after 
practice teaching, by personal interviews with cadets and 
directors of student teaching after the practice teaching 
experience, and by questionnaire to critics timed quite in-
dependently of their part in the practice teaching experi-
ence. 
CHAPTER II 
REVIEW OF RELATED LITEP..ATURE 
1. Introduction 
The purpose of this chapter is to review literature 
pertinent to the present study of changes in cadet teacher 
attitudes towards pupils as a result of the practice teach-
ing experience. The first part of the chapter will be de-
voted to a brief review of the literature with respect to 
the nature, purposes, and importance of the practice teach-
ing experience. The second part of the chapter will be 
devoted to a brief review of literature describing the 
nature of attitudes. The third part will deal more specifi-
cally with findings concerning changes in attitudes of 
cadets during the practice teaching experience. The fourth 
part of this chapter will consider related literature as it 
applies to the Minnesota Teacher Attitude Inventory, the 
Guilford-Martin Factors GAMIN, and the Mahoney Child Devel-
opment Expectancy Index. The final part of this chapter 
will consider the discrepancy hypothesis around which much 
of this study is organized. 
-14-
2. The Nature, Purposes, and Importance 
of the Practice Teaching Experience 
15 
Nature of the practice teaching experience,-- Lindley 
J. Stiles!/ states that: 
"Those experiences of the program of preservice 
education of teachers which provide , , • for the 
participation (observing, assisting, teaching, etc.) 
of the prospective teacher ••• are defined herein 
as student teaching." 
Perhaps Michaelis and Grim&/ provide a more succinct 
definition when they say, "Student teaching is an opportunity 
to gain practical experience under expert supervision," 
Essentially the same definitions of the practice 
teaching experience can be found in Wingo and Schorling;ll 
Wiggins;~ and Burr, Harding, and Jacobs;i/ as well as other 
authors who have written recent textbooks in the field. 
All is not harmonious concerning the terminology for 
the various actors in the practice teaching drama, Appar-
ently the phrase "critic teacher" is obsolete in the latest 
l/Lindley J. Stiles, "Student Teaching and Internship," 
~ncyclopedia of Educational Research, ed, by Walter s. 
Monroe. New York: Macmillan, 1956, pp. 1362-63. 
~J. u. Michaelis and P, R. Grim, The Student Teacher in 
the Elementary School. New York: Prentice-Hall, 1953, p. 1. 
3/G, M. Wingo and Raleigh Schorling, Elementary-School 
~tudent Teaching. New York: McGraw-Hill, 1955, p. 1. 
4/S, P. Wiggins, The Student Teacher in Action. 
Allyn and Bacon, 1957, p. 5. 
Boston: 
5/James Burr, Lowry w. Harding, and Leland B. Jacobs, 
~tudent Teaching in the Elementary School. New York: 
Appleton-Century-Crofts, 1950, p. 1. 
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circles. It certainly is not used in any o£ the modern 
texts to re£er to the regular teacher in whose classroom the 
student teacher gains his initial teaching experience. The 
phrase "cooperating teacher" or "supervising teacher" is 
much more common. Nevertheless, in Vermont the experienced 
teacher who shares his class with a college student pre-
paring to be a teacher is commonly known as the critic. He 
will continue to be so called as £ar as this study is con-
cerned. It is true the term "cooperating teacher" is gain-
ing in £avor even in the hills o£ Vermont with those among 
us who travel now and then. 
The college student who enters the experienced teach-
er's classroom to try £or the £irst time to apply his skills 
as an instructor is most £requently called the student 
teacher. However, because the present study deals primarily 
with beginning teacher changes in attitudes toward pupils as 
a result o£ an initial teaching experience, it has seemed 
best to distinguish as clearly as possible between the 
children who are members o£ the classroom and the students 
who are obtaining a practice teaching experience. A review 
o£ the literature would not seem to preclude the following 
terminology and definitions which will be used throughout 
this study. 
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Initial Practice Teaching Experience: 
The first opportunity which a college student ma-joring in education has to apply his learnings 
over an extended period of time in a regular 
classroom. 
Cadet Teacher: 
The college student majoring in education who is 
working with an experienced teacher in a regular 
classroom made up of boys and girls from the 
community. 
Critic Teacher: 
The experienced teacher who is responsible for a 
classroom of boys and girls, but who accepts a 
cadet teacher into his classroom to observe, 
assist, and actually teach under his supervision 
within that classroom. 
Pupil: 
A child who is a member of the classroom where the 
critic teacher is in charge and the cadet teacher 
is gaining his initial practice teaching experience. 
Purposes of the practice teaching experience.--
Michaelis and GrimY state that: 
"The controlling purpose of student teaching is 
to enable you [the cadet] to develop a high level of 
teaching competence. You have learned many things 
about the purposes of education, how children learn, 
what to teach, and methods to use in teaching. All 
this learning must be tied down and put to work in 
a practical manner." 
In discussing the role of the critic teacher, 
Stratemeyer and Lindsey£/ give a rather conclusive paragraph 
1/J. U. Michaelis and P. R. Grim, op. cit., p. 2. 
£/F. B. Stratemeyer and Margaret Lindsey, Working with 
Student Teachers. New York: Bureau of Publications, 
Teachers' College, Columbia University, 1958, pp. 6-7. 
on the purposes of the practice teaching experience. They 
state that: 
~y taking time to confer, formally and informally, 
with students; giving specific help on planning, 
selecting materials and methods, and evaluating 
learning; including students as co-workers in the 
staff group; helping them to acquire information basic 
to understanding learners; creating rich opportunities 
for students to carry responsibility for the guidance 
of children and youth; and analyzing cooperatively 
with them their accomplishments and their needs--these 
are only a few of the specific tasks performed with 
college students." 
Without any reference to research studies or other 
evidences to prove their point, Stratemeyer and Lindsey.!/ 
say quite emphatically that: 
"Tomorrow's teachers will tend to teach by prin-
ciples they observe in use during their student 
teaching; they will tend to behave in ways they see 
their advisers and teachers behaving today; they 
will tend to operate on the values and to hold the 
attitudes they perceive as they observe, participate, 
and take responsibility in classrooms as student 
teachers today." 
The present study will reveal some interesting findings 
concerning this idea that the attitudes of the critic 
teacher become the attitudes of the cadet teacher. 
Importance of the practice teaching experience.--
Almost all writers on the practice teaching experience tend 
to point out that it is highly significant. The American 
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Association of Colleges for Teacher Education!/ published 
in 1952 revised standards and policies for accrediting 
colleges for teacher education. Section VI of these stand-
ards deals with professional laboratory experiences. This 
section first makes the practice teaching experience a re-
quirement and adds: 
"To build the resourcefulness needed by today 1 s 
teacher in meeting varying and different situations 
requires many opportunities to study the major pro-
fessional activities of the teacher by partici-
pating in such activities. There is a need for 
direct experience to develop understanding that 
goes beyond verbalization and fixed skills; to 
develop action based upon thinking and flexible and 
creative use of skills," 
Curtis and Andrew~ open their entire book with this 
statement. "Student teaching is generally regarded as the 
most important single experience in any teacher education 
program." 
that: 
Added to this is the comment by Wingo and Schorlingll 
"Student teaching has for many years been regarded 
as one of the most important elements in teacher educa-
tion. Within the last few years, its intrinsic im-
portance has been regarded perhaps even more highly 
than ever before." 
!Zlmerican Association of Colleges for Teacher Education, 
Revised Standards and Policies for Accrediting Colleges for 
Teacher Education for 1952," quoted in D. M. McGeoch, Direct 
Experiences in Teacher Education, A Story of Three Programs, 
Appendix B. New York: Bureau of Publications, Teachers' 
College, Columbia University, 1953, p. 19g, 
2/ D. K. Curtis and L. 0. Andrews Guiding Your Student ~eaching. New York: Prentice-Hall, 1954, p. I. 
l/ G, M. Wingo and Raleigh Schorling, op. cit., p. vii, 
Michaelis and Grim!/ add, "Student teaching is the 
busiest and most profitable experience in a student's 
program." 
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Perhaps little more need by said about the relative 
importance educators give the practice teaching experience. 
Just what happens to a cadet's attitudes towards pupils in 
relation to his critic during this highly rated part of the 
cadet's professional training will be the chief focus of 
the present study. 
In summary it can be said that the practice teaching 
experience is a highly important period when the cadet 
teacher actually applies his learning over an extended 
period of time in a classroom filled with children and an 
experienced teacher. 
3. The Nature of Attitudes 
Definitions of attitudes.-- Allpo~ in 1935 after 
sifting many definitions of attitudes, defined an attitude 
as "a mental and neural state of readiness, organized through 
experience, exerting a directive or dynamic influence upon 
the individual's response to all objects and situations with 
which it is related." 
!/J. u. Michaelis and P. R. Grim, op. cit., p. vii. 
2/Gordon Allport, "Attitudes," A Handbook of Social 
Psrcholog~. Worcester, Massachusetts: Clark University, 
1935, p. 10. 
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By 1957 Kingsley and Garry11 state that, "An attitude 
is a form of set or readiness for certain types of response," 
They add that, "Attitudes are acquired by imitation, from 
emotional experiences and conditioning, from various kinds 
of informative experiences, and by deliberate cultivation." 
Moor~ reviewed much of the literature on attitudes 
including works by Thurstone,ll McNemar,~ Allport,il and 
Frome.£/ Moore concluded that there is general agreement 
on the following points: 
"(1) Attitudes can be measured. 
(2) Attitudes have an effect on behavior. 
(3) Attitudes can be thought of as a state of 
mental and emotional readiness." 
For the purposes of this study, we will use Kingsley's 
1/H. L. Kingsley and Ralph Garry, The Nature and Conditions 
of LearniJ7, 2d ed. Englewood Cliffs, New Jersey: Prentice 
Hall, 195 , pp. 491-92. 
~Oscar A. Moore, "The Evaluation of Attitudes Toward 
Selected Areas of School Health Education," Unpublished 
Ed, D. dissertation, The School of Education, Boston 
University, 1957, p. 3. 
l/L. L, Thurstone, "Attitudes Can Be Measured," American 
Journal of Sociology, (1928) 33: 529-54. 
~Quinn McNemar, "Opinion-Attitude Methodology," 
Psychological Bulletin, (July, 1946) 43: 289-374. 
2/Gordon Allport, op. cit., p. 810. 
6/Allan Frome, "The Use of Certain Qualitative Methods of 
Attitude Research," S.P. ss. I. Bulletin, (1941) 13: 
429-59. 
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and Garry•s!/ definition that, "An attitude is a form of set 
or readiness for certain types of response." How this 
readiness, or individual frame of reference changes towards 
pupils as a result of the initial practice teaching experi-
ence remains the chief point of interest in the development 
of this thesis. 
Measurement of attitudes.-- Quinn McNemar~ after a 
very thorough appraisal of the techniques and methodologies 
utilized in studies of attitudes recommends that attitude 
qualities be designed so that they can be measured on a 
continuum rather than by arbitrary "yes" or "no" answers. 
Hell further recommends "greater use be made of the open-
end, non-directive intensive interview technique." 
The author of the current study takes some comfort in 
pointing out that he has made extensive use of the inter-
view technique with each cadet involved in his study, and 
the Minnesota Teacher Attitude Inventory used with all 
cadets and critics is a scaled measure of the type McNemar 
would encourage. 
Much more will be said concerning the Minnesota Teacher 
Attitude Inventory later in this chapter, but a general 
!/H. L. Kingsley and Ralph Garry, op. cit.,pp. 491-92. 
~Quinn McNemar, op. cit., p. 327. 
l/Ibid., p. 326. 
quotation from Ross Stagne~ is now in order. 
"It seems reasonable to conclude, therefore, 
that, although the precise determination of a co-
efficient of validity is often impossible, opinion 
scales for measuring attitudes do have considerable 
validity in practice." 
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Specifically in the field of pupil-teacher relation-
ships, Wandt'~ findings would support Stagner's statement. 
Hell found "discernable relationships between • • • verbal-
ized attitudes and various overt classroom behaviors of 
teachers." 
It would seem safe to conclude that attitudes can be 
measured and that they can be measured through techniques 
employed in this study. 
4. Attitude Changes of Cadet Teachers 
A very exhaustive effort was made to locate all re-
search studies concerning changes in cadet attitudes during 
the practice teaching experience, particularly changes in 
attitudes towards pupils. As a result of these investiga~ 
tions, only a very limited number of studies could be 
located. Of course, a number of studies have been developed 
l/Ross Stagner, "Attitudes," Encyclopedia of Educational 
Research, ed. by Walter s. Monroe. New York: Macmillan, 
1950, P• 72. 
~dwin Wandt, 11The Measurement of Teachers' Attitudes 
Toward Groups Contacted in the Schools," Journal of 
Educational Research, (1952) 46: 113-22. 
l/~ .• pp. 120-21. 
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around the construction and validation of the Minnesota 
Teacher Attitude Inventory. A later section of this chapter 
will be devoted to the standardized tests used in this 
study. Findings which seem to contribute primarily to a 
better understanding and validation of the Minnesota Teacher 
Attitude Inventory for use in this study will be reported 
in that section of the chapter. First let us take a 
slightly broader look at cadet attitudes towards teaching 
and findings concerning changes in these attitudes. 
Robert W. Gifford!/ made a very searching study of 
20 cadet teachers in order to determine what changes took 
place in them during the practice teaching experience. 
These cadet teachers were all master's degree candidates 
at Columbia Teachers' College. In order to determine what 
changes took place in the cadet teachers, Gifforda/ set up 
a criteria of what he called, "a good practice teacher." 
The 20 characteristics comprising these criteria follow: 
1. has a pleasant appearance and is well groomed 
2. is healthy and functions with vitality 
3. has a pleasing voice which is used effectively 
4. exhibits poise and self-confidence 
5. has facility in using subject matter effectively 
6. plans work carefully before attempting to teach 
7. gives attention to individual differences 
8. utilizes current problems and community resources 
l/Robert w. Gifford, "A Description of Certain Changes 
Accompanying Practice Teaching and Concomitant Experiences," 
Unpublished Ect. D. dissertation, Teachers' College, 
Columbia University, 1954. 
y'Ibid., P• 20. 
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9. maintains a democratic situation 
10. uses directive activities to avoid discipline 
problems 
11. uses skill in stimulating thought 
12. makes use of the various audio-visual aids 
13. assigns work and gives directions skillfully 
14. has the attention and participation of his class 
15. is cooperative with the staff 
16. practices self-evaluation 
17. suggests procedure for curriculum development 
18. is aware of the problems he faces in a given 
situation 
19. recognizes the value of the school and community 
activities in which he participates 
20. has an understanding of the concept of general 
education 
Gifford proceeded to set up observational techniques 
which would determine changes in the cadet teachers with 
respect to the 20 characteristics. Because of the small 
number of the cadets involved in his study, he was able to 
make detailed use of check lists and observational techniques 
to uncover changes in the cadet teachers. Weekly report 
sheets were employed. Gifford!/ reports that, " •••• evidence 
from observation notes, interview notes, questionnaires, and 
general teaching records was utilized to make case studies 
of the practice teachers of the semester." 
There were seven characteristics in which cadet 
teachers showed the greatest amount of improvement over 
original positions. These characteristics were #3, 4, 6, 
10, 11, 14, and 8. The characteristics are listed in order 
of the number of positive changes which occurred. The 
1/Ibid., p. 37. 
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author!/ also adds that the number of changes in the nega-
tive direction were few. Nevertheless, of all the observa-
tions, 42.75% represented desirable changes, 46.75% repre-
sented no change over original position, and 1.5% repre-
sented retrogressions. The autho~ adds that, " •••• even 
though certain practice teachers made no change relative to 
certain characteristics, they had sufficient skill or knowl-
edge to be adequate teachers." 
In concluding the study, Giffordlf recommends that 
another study is needed to determine the influence or critic 
teachers on changes in practice teachers. It can be said 
that Gifford has made a thorough study of changes in student 
teachers during the practice teaching experience; but his 
observations in no sense emphasized changes in attitudes of 
cadet teachers toward pupils, nor did it in any way involve 
a study of critic teachers' attitudes and the influence of 
these attitudes on changes in cadet attitudes. 
Sandgren and Schmid~ administered the Minnesota 
Teacher Attitude Inventory (frequently referred to as the 
MTAI) to a group of 393 elementary and secondary cadet 
l/Ibid., pp. 107-109. 
,Yibid., p. 111 • 
.l/Ibid., p. 113. 
4/Duane L. Sandgren and Louis G. Schmidt, "Does Practice 
Teaching Change Attitudes Toward Teaching?" Journal of 
Educational Research, (May, 1956) 49: 673-80. 
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teachers at the beginning and again at the end of their terms 
of practice teaching. Critic teachers were asked to com-
plete the Student Teaching Report (STR) which consisted of 
27 rating scales dealing with teaching methods, planning, 
pupil-teacher relationships, and teaching effectiveness. 
Cadet scores on the MTAI ranged from -67 to 115 out of a 
possible range from -150 to 150. The mean score on the 
MTAI for the entire group of 393 teachers was 42.6 before 
practice teaching, and 54.3 at the end of practice teaching. 
This increase was considered statistically significant. The 
initial mean score for women was 50.4 and for men it was 
31.4. The final mean score for women was 62.2 and for men 
it was 43.0. Students following the elementary curriculum 
had the highest initial and final scores. Critics were not 
not given the MTAI. 
It is perhaps important in terms of the present study 
to note that the practice teaching for the Sandgren and 
Schmidt study took place on a quarter-time, half-time, and 
full-time basis. The group of students who took practice 
teaching one-quarter of the day made the highest initial and 
final scores. All of the students in the present study took 
their practice teaching on a full-time basis. 
On the Student Teaching Report completed by the critic 
teachers, cadet scores ranged from 85 to 175. The mean 
score for the entire group was 137. The cadet scores on the 
2S 
MTAI were divided into thirds and the Student Teaching Re-
port scores for the members of the upper and lower thirds 
of the MTAI groups were compared to see whether the critic 
teacher rated cadet teachers with high MTAI scores as being 
better teachers than those whose MTAI scores were low. 
There was no apparent relation between cadet MTAI scores 
and cadet STR scores rated by critics; however, there is 
no reason to assume that the STR was designed primarily to 
measure pupil-teacher relationships. Women in the upper 
third of the MTAI ~atribution had a mean STR score of 140.5, 
while women in the lower third of the MTAI distribution had 
a mean STR score of 139.3. The difference was not con-
sidered significant. Men in the top third of the MTAI had 
a mean STR score of 135.1, and those in the lower third had 
a mean STR score of 135.9. Again this difference was not 
considered statistically significant. 
It is obvious that the study summarized above is 
closely tied to a student teaching report completed by 
critic teachers. It should be emphasized that the STR did 
not limit itself to pupil-cadet relationsbips,nor did it 
attempt to measure any attitudes held by the critic himself. 
The present study is much .are specifically concerned with 
changes in cadet attitudes towards pupils as influenced by 
the attitudes held by the critic with whom he worked. The 
present study also makes extensive use of the open-ended 
29 
interview technique to gather more complete data concerning 
attitude changes during the practice teaching experience. 
A doctoral study by Loy.!/ concludes that the student 
teaching experience: 
" •••• does not bring about any significant changes 
in: (1) the student teachers' attitude toward 
teaching as a profession, (2) the student teachers' 
attitude toward pupils, or (J) the student teachers' 
ability to make constructive uses of the principles 
of behavior, i.e., a. their ability to withhold judgments pending sufficient information, b. their 
ability to make sound judgments concerning pupil 
behavior, and c. their ability to plan constructively 
for a pupil's future." 
Loy's study took place in the north central part of 
the United States. A total of 25 cadet teachers was in-
volved in the study, and these cadets experienced their 
practice teaching in grades 7 through 12. Students could 
take their practice teaching experience either on a full or 
a half-time basis, and most of them took it on a half-time 
basis. 
More specifically, Loy administered the Kuder Prefer-
ence Record Form BB to cadet teachers both before and after 
student teaching. He was only interested in what happened 
to the social service scale of the Kuder following the 
"Hubert M. Loy, "Changes of Students During Student 
eaching in Attitudes Toward Teaching and Pupils and in 
the Constructive Use of Principles of Behavior," Unpublished 
EQ. D. dissertation, College of Education, University of 
Maryland, 1955, P• 85. 
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practice teaching experience. Loyl_/ discovered that the 
mean of the post test did drop lower than the mean of the 
pre test, but that this change was not significant. Loy~ 
also administered the MTAI to cadets both before and after 
practice teaching. He discovered that the mean of the post 
test score on the MTAI was lower than the pre test mean, 
but that the amount of change did not prove to be statis-
tically significant. 
Loyl/ then says that, 
"These data from both the Kuder Social Service 
Scale and the MTAI substantiate the hypothesis that 
the scores of student teachers will not change 
significantly in regard to attitude toward teaching 
as a profession during the student teaching period." 
Lo~ also uses the fact that there was no significant 
change in the MTAI pre test and post test scores to conclude 
that, " •••• the student teaching experience had little if any 
effect in the amount of change in the student teachers' 
attitudes towards pupils." 
Loy2/ also administered a test of 115 statements which 
characterize the most or the least effective teacher. The 
l/Ibid., P• 65. 
y'Ibid., P• 67. 
..2/Ibid. 
y'Ibid., P• 71. 
2/l.laJi., P• 57. 
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test was scored by comparing the arrangement of the items 
by the student teachers with a composite of an arrangement 
of nine judges from the staff of the Institute for Child 
Study at the University of Maryland. Loyl/ discovered that 
the amount of change did not prove to be statistically 
significant when the mean raw scores of students before and 
after student teaching were compared. 
To conclude that student teachers will not change in 
their ability to make constructive uses of the principles 
of behavior, Loy made use of three facets of the Mickey 
Murphy Test. In the appendix to Loy's dissertation a sample 
of the Mickey Murphy Test appears. It is described as "A 
Case Study Instrument for Evaluating Teachers' Under-
standings of Child Growth and Development," prepared by 
Warren R. Baller, University of Nebraska, Lincoln, 1943. 
Again by examining mean raw scores both before and after 
practice teaching, and finding no statistically significant 
changes, Lo~ concludes that the cadet teacher does not 
change in his efficiency to make constructive use of the 
principles of behavior. 
A study by Gelkel/ also investigated cadet teacher 
!/Ibid., p. 73. 
~Ibid., PP• 75-78. 
J/Merritt Oelke, 11A Study of Student Teachers' Attitudes 
Toward Children)." Journal of Educational Psychology, 
(April, 1956) 41: 193-98. 
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attitudes both before and after practice teaching. The 
study was limited to ~~ seniors who obtained six weeks of 
student teaching in the middle (6-6-~) of a semester of 
Ed ~. They were given the MTAI and a modified Thematic 
Apperception Test for Teachers. It does not seem pertinent 
to describe the TAT or report findings concerning it in 
detail except to say that in only two areas out of eleven 
did the cadet teachers make a significant change in score 
between the first and second administration of the test. 
These areas were Empathy (~.5630--5%) and Optimistic 
(12.6577--1%).!/ The group showed less empathy after 
practice teaching--at least it had less of a tendency to 
select the child as the most liked person after practice 
teaching. The autho~ concedes this may be a semantic 
problem between the meaning of the words "acceptance" and 
"liking." Optimism increased. 
Of more interest to the current study are the MTAI 
findings. No significant change was found between the mean 
before practice teaching raw scores and the after raw 
scores. One group of twenty-two cases had an MTAI mean 
score of 55.4 before practice teaching and a mean score of 
55.8 after practice teaching. The standard deviations were 
.!/Ibid., P• 195. 
yrbid., P· 19~. 
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21 and 29 respectively. Another group of twenty-two cases 
scored 60.3 before practice teaching and 62.4 after practice 
teaching. Here the standard deviations were 18.8 and 28.9. 
The article1/ concludes with the statement that, "So 
many questions were raised by this study that there is ample 
reason to believe that a thorough study of student-teacher 
attitudes will be most productive for future research." 
Thus far in this section of Chapter II some evidence 
has been presented which seems to establish that when cadet 
teachers are taken as a total group very little change 
occurs in their attitudes as a result of the practice 
teaching experience, yet a more searching analysis of the 
data will clearly show that individual cadets most certainly 
do change, some in one direction, some in another following 
the practice teaching experience. The present dissertation 
is more interested in discovering causes behind known 
changes in attitudes towards pupils than it is in reporting 
that on a global basis these changes appear to cancel out. 
The discrepancy hypothesis around which this dissertation 
is built permits total groups to remain about the same but 
expects changes within the total group to be dependent upon 
initial differences between the cadet and the critic. 
Merely knowing that about the same number of cars spins 
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around a crowded rotary each day doesn't tell one very much 
about where the cars came from or where they are going. 
There are answers. They can be found. This deeper knowl-
edge is far more useful to tomorrow's road builders than the 
knowledge that today's total car count is about the same as 
yesterday's. 
It is perhaps well to close this section of Chapter ~ 
with a rather recent quotation by Haines!/ that makes a 
plea for further research along the line of the present in-
vestigation. "Research is needed along the line of opera-
tional values and, specifically in teacher education, with 
respect to the similarities and differences in value-
approach of teachers and student teachers." 
5. Literature Related to the 
Standardized Tests Used 
In addition to interview techniques employed by the 
author, the Minnesota Teacher Attitude Inventory, the 
Guilford-Martin Factors GAMIN, and the Mahoney Child Devel-
opment Expectancy Index have each been used to collect data. 
Findings will now be reported to establish the validity and 
reliability of these instruments and to provide the reader 
with information concerning previous uses of the tests which 
are relevant to the present study. 
~Aleyne c. Haines, "Role Dilemmas in Student Teaching," he Journal of Teacher Education, (December, 1957) 8: 368. 
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The Minnesota Teacher Attitude InventorY.-- The Minne-
sota Teacher Attitude Inventory, (henceforth to be referred 
to as the MTAI), is an attitude scale which when applied to 
a teacher, attempts to predict the type of teacher-pupil 
relationships he will maintain in the classroom. 
"It is assumed that a teacher ranking at the high 
end of the scale should be able to maintain a state 
of harmonious relations with his pupils characterized 
by mutual affection and sympathetic understanding 
• • • At the other extreme of the scale is the 
teacher who attempts to dominate the classroom. 
He may be successful and rule with an iron hand, 
creating an atmosphere of tenseness, fear, and 
submission; or he may be unsuccessful and become 
nervous, fearful and distraught in a classroom 
characterized by frustration, restlessness, 
inattention, lack of reipect, and numerous 
disciplinary problems. 11.:!:1 
The MTAI is used extensively in the current study. 
More specific details concerning its composition and admin-
istration are reported elsewhere. A copy of the question-
naire may be inspected in Appendix B. The purpose here is 
to review research findings concerning the Scale; particu-
larly those findings which establish the instrument as a 
valid and reliable device, and those which seem to deal 
with changes in attitude scores as a result of the practice 
teaching experience. 
Robert Callis, 
Manual. 
' p. 3. 
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Validity of the MTAI.-- Cook, Leeds, and Callis,ll the 
authors of the Inventory, may well have a vested interest, 
but they tell us in one article that: 
~Teaching ability is so complex that it cannot 
be investigated effectively as a unit. However, there 
are many aspects of teaching ability which can be 
isolated and studied independently. One of these 
aspects is that of teacher-pupil relations. Investi-
~tions carried on at the University of Minnesota 
~ee footnotes 2, 3, 4, and 5~ over the past ten 
years indicate that teacher-pupil relations are 
highly related to teacher-pupil attitudes; that 
teacher-pupil attitudes can be measured with high 
validity; and that the effects of teacher education 
and teaching experience on these attitudes can be 
determined.~ 
In their manual the authors2/ quote a validity co-
efficient of .60 when MTAI scores are correlated with a 
lJWaiter w. Cook, Carroll H. Leeds, and Robert Callis, 
"Predicting Teacher-Pupil Relations," The Evaluation of 
Student Teaching, 28th Annual Yearbook of the Association 
for Student Teaching. Lock Haven, Pennsylvania: State 
Teachers' College, 1949, p. 66. 
~Robert Callis, ~change in Teacher-pupil Attitudes Related 
to Training and Experience1~ Unpublished Ph. D. thesis, University of Minnesota, 1~48. 
3/walter w. Cook and Carroll H. Leeds, "Measuring the 
~eaching Personality1" Educational and Psychological Measurement, (1947) -,: 399-410. 
4/Carroll H. Leeds, ~The Construction and Differential 
Value of a Scale for Determining Teacher-Pupil Attitudes,~ 
Unpublished Ph. D. thesis, University of Minnesota, 1946. 
2/Carroll- H. Leeds and Walter W. Cook, ~The Construction 
and Differential Value of a Scale for Determining Teacher-
Pupil Attitudes," Journal of Experimental Education, 
(December, 19471 16: l49-l59. 
£/W. w. Cook, c. H. Leeds, and R. Callis, MTAI Manual, 
p. 11. 
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combination of pupils' ratings, principals' ratings, and 
experts' ratings. The reliability of the scale as deter-
mined by the aplit half method is reported as .89. 
Dwight L. Arnoldl/ writing about the MTAI in Buros 
states that the basic approach to the MTAI seems sound, that 
it deals with an important problem, and that it deserves 
extensive use in research. He is, however, disturbed by a 
lack of explanation in the manual with respect to great 
differences in the median scores of various groups of in-
dividuals. He believes that until further research is 
carried out it will be difficult to use the test to predict 
success in teaching or for counseling purposes. 
Lee Cronbach£/ also reviews the MTAI for Buros. He 
states that, "Test development of exceptional quality lies 
behind this inventory." He.2/ adds that: 
"The authors wisely seek to predict a particular 
aspect of the teaching job, success in establishing 
rapport with children, rather than a nebulous global 
criterion. Ratings of this quality by principals, 
observers, and pupils themselves correlate .45 to 
.49 with scores on the test. When the three types 
of rating are combined into a more reliable criterion, 
correlations with test scores in three studies are 
remarkably good: .60, .63, and .46. In design, 
!/Dwight L. Arnold, "The Minnesota Teacher Attitude 
Inventory," The Fourth Mental Measurements Yearbook, ed. 
by Oscar K. Buros. Highland Park, New Jersey: Gryphon 
Press, 1953, pp. 797-98. 
yLee Cronbach, "The Minnesota Teacher Attitude Inventory," 
The Fourth Mental Measurements Yearbook, ed. by Oscar K. 
Buros. Highland Park, New Jersey: Gryphon Press, 1953, 
P• 798 • 
.2/Ibid. 
replication, and care in reporting, these studies 
are distinguished. There is a clear correspondence 
between inventory scores and teaching behavior at 
the time the test is given." 
When Cronbacn!/ wrote his review he had reservations 
about using the inventory to select applicants for teacher 
training, or beginning teaching positions. The fact, however, 
that he is impressed with the quality of the test for meas-
uring success in establishing rapport with children, and the 
fact that he considers the correlations between this aspect 
of the teaching job and careful validation remarkably good, 
certainly adds justification for its selection for use in 
the present study devoted to attitude changes towards 
pupils. The present study makes no use of the inventory as 
a screening or selection device. 
The MTAI has been used quite extensively in recent 
years. Several representative articles will be reported to 
provide more up-to-date, and sometimes more pertinent 
findings than could be found in Buros at the time of its 
publication. 
Rocchio and Kearne~ state that the results of several 
studies "have shown that the MTAI can predict the aspects of 
teaching ability that depend upon teacher-pupil relation-
.!/Ibid., P• 799. 
2/Patrick D. Rocchio and Nolan c. Kearney, "Teacher-Pupil 
Attitudes as Related to Non-Promotion of Secondary School 
Pupil~," Educational and Psychological Measurement, (1956) 
16: 244-52. 
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ships as well as intelligence tests can predict college 
marks." 
Kearney and Rocchio!/ found that teachers who were 
rated as best liked by their pupils had a mean MTAI score 
of 38.71. Teachers who were rated as least liked by their 
pupils had a mean MTAI score of 18.39. The difference was 
found to be significant at the 1% level. 
Downie and Bell~ report that, 
"Students who scored high on the MTAI tended to 
have a background of experiences with young people, 
and expressed interest in teaching, and were rated 
as good [teaching) prospects by their instructors. 
Poor [low MTAI score] students tended to show the 
opposite of these traits." 
A study by Dean w. Seibell/ adds further evidence to 
the validity of the MTAI for measuring the attitudes toward 
pupils of cadet teachers. On a 7 point scale, 100 students 
at Harvard University Graduate School of Education were 
rated on the extent to which they exhibited each of the 
following behaviors in their practice teaching. 
l/Nolan c. Kearney and Patrick D. Rocchio, "Relation 
Between a Teacher Attitude Inventory and Pupils' Ratings 
of Teachers," School Review, (November, 1955) 63: 443-45. 
2/N. M. Downie and c. R. Bell, "The Minnesota Teacher 
Attitude Inventory as an Aid in the Selection of Teachers," 
Journal of Educational Research, (May, 1953) 46: 704. 
l/Dean w. Seibel, "The Prediction of Qualities of 
Interaction Between Apprentice Teachers and Pupils," 
Unpublished Ed. D. dissertation, Graduate School of 
Education, Harvard University, 1955, pp. 19-20. 
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1. Use of praise, compliments, verbal and material 
rewards for pupil accomplishments 
2. Giving encouragement and support to pupils 
3. Affectionate physical contact with pupils 
4. Movement of teacher about the classroom 
5. Providing non-instructional service to pupils 
6. Compliance with pupil requests 
7. Soliciting pupil suggestions 
8. Use of emphasis of humor 
Ratings were given by directors of student teaching from 
Harvard, the critic teacher in whose room the cadet did his 
practice teaching, and the critic himself. The MTAI was one 
of the instruments used in Seibel's study. Hell presents 
the following findings related to the MTAI. 
1. Cadet scores on the MTAI are positively related 
to the behaviors. 
2. Increase in cadet MTAI score is positively 
related to the behaviors. 
A recent study~ in Manitoba obtains some validity data 
based specifically on cadet-teachers. As a matter of fact 
the study was set up to resemble the original validation of 
the MTAI except that cadet teachers were used instead of 
1/Ibid., Abstract vii-viii. 
~Harry L. Stein and James Hardy, "Validation Study of the 
Minnesota Teacher Attitude Inventory in Manitoba," Journal 
of Educational Research, (January, 1957) 50: 321-38. 
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experienced teachers. The authora1/ of the study conclude 
that, 
11An obtained correlation of .56 between MTAI 
scores and outside criteria, JPupil ratings and 
advisors ratingS1 and an obta~ned correlation of 
0.92 between MTA! scores of a first and second 
testing indicates that student-teacher attitude 
can be measured with a fair degree of both 
validity and reliability." 
There are a number of other studies involving the MTAI 
which do not apply quite so directly to the author's study. 
For example, several authors~ have shown that scores on the 
MTAI increase with each additional level of education. 
However, sex, age of the teacher, or number of years of 
teaching experience do not by themselves seem to be factors 
in influencing the MTAI score.lf 
Several authors have investigated the possibility of 
faking on the MTAI. Colema~ discovered that when he told 
1/Ibid., pp. 325-26. 
2/Patrick D. Rocchio and Nolan c. Kearney, "Using the 
Attitude Inventory in Selecting Teachers," Elementary School 
Journal, (October, 1955) 56: 76-8. 
Morris E. Eson, "The Minnesota Teacher Attitude Inventory 
in Evaluating the Teaching of Educational Psychology " 
Journal of Educational PsychologY, (May, 1956) 47: 2?1-5. 
l/Harry L. Stein and James Hardy, op. cit., p. 336. 
Patrick D. Rocchio and Nolan c. Kearney, "Teacher-Pupil 
Attitudes ••• ," op. cit., p. 251. 
4/William Coleman, "Susceptibility of the Minnesota Teacher 
Attitude Inventory to 'Faking' with Experienced Teachers 11 
Educational Administration and Supervision, (April, 1954~ 
40: 234-37. 
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experienced teachers to fill out the inventory as one might in 
applying for a teaching position in a school system known for 
its permissive atmosphere and pupil-centered point of view, 
mean scores of 76 experienced teachers with graduate training 
could raise their mean scores from 48.48 to 60.89. This 
change was considered significant. It might be added that 
24 of the teachers lowered their scores when asked to fake 
as compared with standard instructions. 
Stein and Hardy!/ tried essentially the same thing in 
their more recent Manitoba study and concluded that, "The 
faking instructions only served to confuse the subjects." 
Cook, Leeds and Calli~ in the MTAI Manual offer some 
evidence for the conclusion that, "The MTAI is only slightly 
susceptible to attempts to 'fake good'." Actually the whole 
question of faking would be much more relevant if the pres-
ent study were primarily concerned with the use of the MTAI 
as a screening or selecting device. In reality, the present 
study is not even interested in whether or not a critic or 
cadet teacher gets a so-called good or a so-called bad 
score. The chief concern of the present study is what 
happens to scores during the practice teaching experience. 
The author had no status role at any point where he adminis-
!/H. L. Stein and J. Hardy, op. cit., p. 331. 
~. W. Cook, c. H. Leeds, and R. Callis, MTAI Manual, 
P• 13. 
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tared the Attitude Inventory, and in the case of the critic 
teachers, they were instructed to report their findings 
anonymously. In every case cadets and critics alike were 
assured that their scores were to be used in a research 
study only, and would under no circumstances be used in any 
other way. It should be concluded that the high reliability 
of the instrument is important because of the fact that it 
is administered on two different occasions to the cadet 
teachers; and of course, the validity of the instrument to 
measure attitudes towards pupils is important because the 
present study is interested in measuring changes in attitudes 
towards pupils which take place during the practice teaching 
experience. 
Perhaps this section on the related literature as it 
applies to the MTAI can best be concluded with the report 
of a study by Peana and Gage. These authors!! found signif-
icant positive relationships between teachers' scores on the 
MTAI and ratings of the teachers by their pupils. At the 
same time they ask the question, "Does the degree to which 
a characteristic of a teacher affects his acceptance by a 
pupil depend on what the pupil wants to get out of the 
!/G. M. Della Piana and N. L. Gage, "Pupils' Values and 
the Validity of the Minnesota Teacher Attitude Inventory," 
Journal of Educational PsychologY, (March, 1955) 46: 167-78. 
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relationship?"!/ They conclude that if a student is partic-
ularly desirous of affective values (effectiveness in help-
ing pupils satisfy their social-emotional needs), the pupil's 
rating of the teacher will correlate high positive with his 
teacher's MTAI score. On the other hand, if a student is 
more interested in cognitive values (subject matter values--
a strong need for knowings and understandings as distin-
guished from needs for security and acceptance), the pupil's 
rating will correlate less positively with the teacher's 
MTAI score. 
The present author is particularly interested in atti-
tudes toward pupils. The study by Piana and Gage seems to 
add further evidence that that is precisely and exclusively 
what the MTAI is measuring. 
Guilford-Martin Inventory of Factors GAMIN.-- The 
Guilford-Martin Inventory of Factors GAMIN is a test con-
sisting of 186 question of the "Yes--?--No" type designed 
to measure five independent variables of temperament. The 
five variables are (G) general pressure for overt activity, 
(A) ascendancy in social situations as opposed to submis-
siveness, (M) masculinity of attitudes and interests as 
opposed to femininity, (I) lack of inferior feelings, and 
(N) lack of nervous tenseness and irritability. The higher 
1/Ibid., p. 167. 
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a given individual's score, the more closely he conforms to 
the trait as described above. 
The authors11 in their manual report split-half relia-
bilities on a sample of 200 university students as .so, .sa, 
.s2, .89, and .90, for factors GAMIN respectively. 
Reviewers in Buro~ praise the inventory as a care-
fully constructed instrument employing statistical work of 
a very high standard. They are not very happy about the 
practical validity of the test. As a matter of fact, the 
authorsl/ themselves say that it is difficult to acquire 
practical Toalidity data for personality tests, but they 
hasten to add that the factoral Toalidity of the five scores 
can be vouched for and they believe that this factoral 
validity tells us what the test measures and to what degree. 
Clark~ used the Guilford Martin Inventories to test 
!/J. P. Guilford and H. G. Martin, The Guilford-Martin 
Inventory of Factors GAMIN. Manual of Directions and Norms. 
Beverly Hills, California: Sheridan Supply Co., 1943-48. 
2/H. J. Eysenck, "Guilford-Martin Inventory of Factors 
GAMIN," The Third Mental Measurements Yearbook, ed. by 
Oscar K. Buros. New Brunswick, New Jersey: Rutgers 
University Press, 1949, p. SO. 
H. E. Brogden, "Guilford-Martin Inventory of Factors GAMIN," 
The Fourth Mental Measurements Yearbook, ed. by Oscar K. 
Buros. Highland Park, New Jersey: Gryphon Press, 1953, 
P• 93. 
l/J. P. Guilford and H. G. Martin, op. cit. 
4/Elmer J. Clark, 11The Relationship Between the Personality 
~raits of Elementary School Teachers and their Evaluation 
of Objectionable Behavior•" Journal of Educational Research, 
(September, 1951) 45: 61-o6. 
the hypothesis that a teacher's reaction to pupil behavior 
stimuli is "unalterably bound up with her personality."!/ 
HeY writes that: 
"While it was realized that existing personality 
instruments are far from perfect, the writer con-
cluded that the Guilford-Martin battery would be more 
closely suited to the nature of this study than would 
any other personality test." 
It would seem that the present author's study involves a 
similar, though certainly not identical interest in the 
relation of several personality traits to attitudes towards 
pupils. Clarkll found that certain of 35 pupil behavior items 
were more annoying to teachers with good mental health than 
they were to teachers with poor mental health, and he also 
found that certain pupil behavior items were more annoying 
to teachers with poor mental health than they were to teach-
ers with good mental health. Such items as "has a cluttered 
desk," "demands attention from teacher when she is busy," 
"wears dirty clothes," had a significant negative linear 
relationship with good mental health scores. Such items as 
"is tardy frequently," "disturbs other pupils during study 
periods," "is impolite to other pupils," showed a signifi-
cant positive linear relationship with good mental health 
1/Ibid., p. 61. 
yrbid., p. 62. 
J/Ibid., pp. 63-64. 
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scores. A detailed report of these findings does not seem 
in order inasmuch as the study is cited primarily to demon-
strate use of Gilford-Martin personality factors as the 
major personality measuring tool in a doctoral study. 
Healy and Borg11 also used the Guilford-Martin Inven-
tories including factors GAMIN to examine psychological 
characteristics of cadet nurses and graduate nurses. No 
characteristic patterns appeared in the analysis of scores 
in the comparatively-unscreened, beginning-nursing students, 
but it appeared to be characteristic for the graduate nurse 
to be lacking in nervous tenseness, self-confident, and 
emotionally stable.£/ Again the study is cited primarily 
to illustrate a use of the Guilford-Martin Factors GAMIN as 
an accepted tool in a research investigation attempting to 
compare differences in personality traits among two groups 
of individuals, in this case, beginning nurses and graduate 
nurses. 
Like Clark, the present writer holds no ironclad brief 
for the perfection of paper and pencil personality inven-
tories. He does, however, believe that the use of the 
Guilford-Martin Factors GAMIN in the current study adds a 
1/Irene Healy and W. R. Borg, "Personality Characteristics 
of Nursing School Students and Graduate Nurses," Journal 
of Applied Psychology, (August, 1951) 35: 275-80. 
£/Ibid., p. 277. 
worthwhile additional dimension. It should be added, 
however, that there are many other areas o£ investigation 
in the present study in no way dependent upon the £indings 
gained £rom a personality inventory. 
MahoneY Child Development Expectancy Index.-- The Child 
Development Index11 is an instrument £or measuring the judg-
ment o£ adults concerning the expected development o£ 
children £rom birth through young adulthood. Mahoney~ 
states that: 
"This test consists of one hundred twenty 
statements concerning the behavior o£ children from 
0-20 years of age. Several hundred suer statemen~s 
were taken from the literature of Doll, Kearney, 
and Gesell and Amatrudaj from which the one hundred 
twenty items used in the instrument were chosen. 
The teacher is asked to read each statement carefully 
and estimate the age-level when each function £irst 
becomes sufficiently well-developed to be a natural 
part of the average individual's make-up ••• For 
each of these behavior statements the teacher wrote 
his estimate of the correct age-level for an average 
child." 
With respect to scoring, Mahoneyl/ states that: 
The scoring keysl developed, list a three year 
age-span for each item, indicating the time when 
the development of each behavior should be suffi-
ciently well established to be categorized. In 
choosing each age-span it has been the intent to 
include the ye~rs both aboye and below that estab-
lished by Doll and Gesellj and, in the case of 
Kearney,4 to include the ages which he designates 
l/Wi!iiam M. Mahoney, op. cit. 
,Yibid., P• 73. 
J/Ibid., P• 75. 
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as the primary, intermediate, and junior high school 
levels. 
The validity of the CDE Index is inherent in the manner 
in which it was constructed,!/ The reliability of the CDE 
Index is based on a single trial of the test and is deter-
mined according to a formula developed by Hoyt, The relia-
bility thus computed ranged from a ,75 for male secondary 
school teachers to a ,79 for male intermediate grade 
teachers,Y 
Mahoneyl/ states that the CDE Index was designed to 
reveal the judgment capacity of an individual in regard to 
his attitude concerning the expected development of average 
children as they progress from birth to young adulthood. 
Mahoney.!/ was particularly interested in discovering if 
ineffective teachers scored differently on the instrument 
than effective teachers. 
The present author developed an abridged child develop-
ment expectancy index containing ao items selected from the 
Mahoney Index. Forty of the items selected for the current 
study were characterized by Mahoney as being typical of 
children in age groups which include age 9. The other 40 
l/Ibid., p. 254. 
y'Ibid, 
l/Ibid, 1 p. 73. 
yibid,, P• 89. 
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items included in the abridged check-list were characterized 
by Mahoney as being typical of children older than a three 
year age span which includes age 9. The abridged check-list 
was administered twice to each cadet teacher and once to 
each critic teacher. Details concerning the procedures 
used in carrying out this administration, as well as statis-
tical findings, will be reported in later chapters. The 
main purpose at this point is to give the reader the back-
ground information which results from a report on the study 
developed by Mahoney. 
The instrument will not be used in the present study 
to distinguish between effective and ineffective teachers. 
It will be used to uncover discrepancies between the cadet 
and his critic with respect to the expected development of 
children. The fact that the instrument has adequate relia-
bility and a validity based on the observed findings of 
leading authorities on child development should justify its 
use for the above purpose. 
It may be interesting to report in passing that 
Mahoney!/ found that the 11 CDE Index showed real possibility 
as a discriminator between effective and ineffective women 
teachers ••• the CDE Index did not reveal equally positive 
discriminating power between effective and ineffective men 
teachers." 
51 
6. The Discrepancy Hypothesis 
Thus far in this chapter a review has been made of the 
nature and importance of the practice teaching experience, 
of the nature of attitudes, and of the findings of other 
researchers as they have attempted to measure attitude 
change related to the cadet teacher during the practice 
teaching experience. Furthermore a review of the literature 
concerning the standardized tests used in this study has 
been reported. 
The author has explored with considerable care a wide 
range of reference sources including Education Index, 
Dissertation Abstracts, Research Studies in Education, and 
the many journals in the field of educational and psycholog-
ical research. It can be stated with considerable assurance 
that at the time a review of the related literature was 
undertaken for this study, no other researcher had investi-
gated cadet changes in attitudes towards pupils in terms of 
a discrepancy hypothesis. The discrepancy hypothesis postu-
lates that any influence by the critic teacher on changes in 
cadet attitudes toward pupils will be related to the initial 
degree of difference between the cadet's attitudes and the 
attitudes of his critic. In other words, the direction of 
attitude change is related to the degree of initial attitude 
discrepancy. For example, the hypothesis would lead us to 
expect that two individuals of rather similar attitudes 
would reinforce each other in a cadet-critic relationship, 
Boston University 
Sohool o:f :Education 
Library 
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but that two individuals of widely diverse attitudes would 
tend to cling strongly each to his own attitudes and part 
company some eight weeks later as far as or further apart 
than they had ever been. The Unitarian and the Universalist 
clergymen are much more likely to get together on theology 
than the Unitarian clergyman and the Episcopalean rector. 
Specifically, for the study at hand the discrepancy hypoth-
esis would lead us to think that where the attitudes of the 
cadet teacher and the critic teacher are much the same, the 
critic teacher should have little significant influence on 
the cadet teacher's attitudes; where the critic teacher 
differs a moderate amount from the cadet teacher, the change 
in attitude of the cadet teacher may be in the direction of 
the critic teacher; and where there is a wide gap between 
attitudes of the cadet teacher and his critic, change away 
from the critic teacher may be expected. 
The concept in general of a discrepancy hypothesis is 
not without some foundation in the literature. Perhaps 
McClelland and others!/ emphasize it most completely. In 
developing their theory of motivation, they state that, 
"Positive affect is a result of small discrep-
ancies of a sensory or perceptual event from the 
adaption level of the organism; negative affect is 
the result of larger discrepancies." 
1/David c. McClelland and Others, op. cit., p. 43. 
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In the concluding chapter of their volume they!/ summarize 
the hypothesis as, 11Not only fruitful but testable beginning 
with simple sensory adaption levels and moving on to more 
complex expectations." 
Hovland~ et al. describe what they call the boomerang 
effect, i.e., " •••• a communication only slightly removed 
from the individual's position will sometimes influence him 
positively while one far removed will affect him negatively." 
It would also seem to this author that considerable 
justification for the discrepancy hypothesis can be found in 
the perceptual field theories supported by Kurt Lewin,l/ 
Snygg and Combs,!/ Carl Rogers,2f and others. 
For example, in his chapter on "A Theory of Personality 
and Behavior," Rogers2/ lists a number of propositions. One 
of these reads as follows: 
11As experiences occur in the life of the individ-
ual, they are either (a) symbolized, perceived, and 
Yibid., P• 333. 
2/Carl I. Hovland, Irving L. Janis, and Harold H. Kelley, 
Communication and Persuasion. New Haven: Yale University 
Press, 1953, p. 256. 
l/Kurt Lewin, A Dynamic Theory of Personality. New York: 
McGraw-Hill, 1935. 
~Donald Snygg and A. W. Combs, Individual Behavior. 
New York: Harper, 1949. 
2/Carl Rogers, Client-Centered Therapy. Boston: Houghton 
Mifflin, 1951. 
§/Ibid., p. 503. 
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organized into some relationship to the self, {b) ig-
nored because there is no perceived relationship to 
the self-structure, {c) denied symbolization or given 
distorted symbolization because the experience is 
inconsistent with the structure of the self. 
Bills!/ discussing perceptual theory writes that, 
"Evidence that is in agreement with our values 
and beliefs is accepted although at times, slowly, 
but if it is in disagreement it will be rejected 
unless provision is made for a change in our value 
system which will permit its inclusion •••• 11 
Perhaps thoughts can now be specifically applied to the 
study at hand. Let us suppose a cadet teacher enters a 
critic teacher's classroom for his initial practice teaching 
experience. For a number of months, the critic has estab-
lished a certain pattern of behavior between herself and the 
children in her room. She holds certain attitudes concerning 
her pupils, and these attitudes influence her behavior with 
them. The cadet teacher arrives in the room influenced by 
his own attitudes towards pupils. He has his own concept of 
himself as a person and as a teacher. He operates within 
his own frame of reference--hli~r own "life space." If the 
critic teacher shares much the same attitudes towards pupils 
as he does, they will have a degree of common ground upon 
which to understand and relate to each other. If they 
differ markedly in their points of view, attitudes, and 
!/Robert E. Bills, About People and Teachiif, Bulletin of 
the Bureau of School Service, vol. 28. LeX:ngton, Kentucky: 
College of Education, University of Kentucky, 1955, p. 42. 
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behavior they will find it difficult to understand each 
other and to learn from one another. Hence, it is the major 
hypothesis o£ this study that the direction o£ change o£ 
cadet attitudes toward pupils, as far as the influence o£ 
the critic teacher is concerned, is dependent upon the 
initial degree o£ difference in attitude between the cadet 
and his critic. I£ the two are able to travel in similar 
life spaces, we might well expect that the more mature and 
experienced critic teacher will draw the uninitiated cadet 
towards him. If the cadet and the critic have next to 
nothing in common to start with, we have a right to hypoth-
esize, particularly in the light o£ Hovland,!/ Lewin,~ 
McClelland,l/ Rogers,~ Snygg and Combs,2f and others that 
the two will not grow closer together because they are not 
likely to understand or accept one another. 
1/Carl I. Hovland, Irving L. Janis, and Harold H. Kelley, 
op. cit. 
~Kurt Lewin, op. cit. 
l/David C.McClelland and Others, op. cit. 
~Carl Rogers, op. cit. 
2/Donald Snygg and A. W. Combs, op. cit. 
CHAPTER III 
THE PLAN OF THE STUDY 
1. The Problem to be Considered 
As stated in Chapter I, this study will investigate the 
changes that occur in cadet teacher attitudes towards pupils 
during the initial practice teaching experience. For years 
the faculties of teacher training institutions have been re~ 
minded that it is a lot easier to talk about theory than it 
is to put theory into practice. Experienced teachers often 
listen with a skeptical ear to the college professor who 
waxes eloquent concerning provisions for individual differ-
ences and the needs of each pupil. As the experienced 
teachers file out of the lecture hall door fatigued after 
a busy day's work in the classroom plus this added bit of 
inservice training, they have been known to remark, "I 
wonder if he ever taught school. Wouldn't it do him a lot 
of good to get out in one of our classrooms?" 
Is it really true that the attitudes towards pupils 
which the teachers' college tries so hard to develop 
actually change in the stark reality of the pupil filled 
classroom? A student at Castleton State Teachers' College 
or at Lyndon State Teachers' College remains on campus in 
-56-
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the lecture halls for a period of 2t years before he is 
given an opportunity actually to teach in a real classroom. 
At the University of Vermont, he remains on campus for 3! 
years before this actual experience takes place. When the 
great day finally arrives, he is placed with an experienced 
teacher known as the critic. He works very closely with 
this individual every school day for approximately 8 weeks. 
Does this realistic experience and the influence of his 
critic teacher significantly change his earlier attitudes 
toward pupils? 
The purpose of this chapter is to give a step by step 
description of what was done in order to find some answers 
to the questions raised above. Actual statistical findings 
will not be presented until Chapter IV. It is important 
first, however, to know who provided the data and how it 
was collected. 
2. The Population Studied 
Within the limits of the study, the population used 
was comprehensive. This can be said because every ele-
mentary education student who had practice teaching for the 
first time during the spring of 1956 under the sponsorship 
of a publicly supported teacher training institution in the 
State of Vermont was included. More specifically, this 
means that every junior at Castleton State Teachers' College 
and at Lyndon State Teachers' College became a member of the 
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study. These institutions prepare teachers for grades 1-8 
exclusively. In the College of Education at the University 
of Vermont every senior in elementary education was included. 
It will be remembered that this study is concerned with the 
initial practice teaching experience so that the sharpest 
contrast possible can be made between changes in attitudes 
of individuals who have never taught and those same indi-
viduals after their very first teaching experience. It so 
happens that students at the University of Vermont do not 
receive any practice teaching experience until they are 
seniors. At Castleton and Lyndon, however, the initial 
practice teaching experience comes in the junior year. The 
total number of students included in the study began as 102 
divided as follows: JB from Castleton, 28 from Lyndon, and 
36 from the University of Vermont. 
All of the students from all three of the colleges were 
full time undergraduate students. Thirty-two were males and 
70 were females. The average age was approximately 20 years. 
Almost all of the students were legal residents of the State 
of Vermont and planned to teach in the State of Vermont 
after they had graduated from college. It so happens that 
the State of Vermont charges no tuition at its state 
teachers' colleges for students who are legal residents of 
the state and who indicate a willingness to teach in the 
state. At the time the data were collected, the University 
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of Vermont charged a tuition which in elementary education 
was greatly reduced to residents of the state. During the 
practice teaching experience two students withdrew from 
their respective colleges so the complete study was carried 
out on a total of 100 cadets. 
Critic teachers are selected in a large number of 
schools and towns throughout the state, although some at-
tempt is made to place cadets in schools within that geo-
graphical third of the state most closely served by the 
college in question. Sometimes a student at Lyndon, for 
example, will do his practice teaching in Woodstock some 
100 miles away. At other times a student chooses to teach 
in a school located in his own home town so that he can re-
duce the cost of living expenses. It is, of course, more 
common for students to have their practice teaching expe-
rience closer to the college campus. The point to be made 
here is that critic teachers from all sections of the state 
were involved in the study and no close tie between the 
critic teachers and the teacher training institution existed 
such as might be expected in the case of a campus laboratory 
school. 
With only one exception, each of the 102 cadets was 
assigned a separate critic teacher. The one exception took 
place in a kindergarten where the critic teacher was in a 
position to accept two cadets who were looking for this type 
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of experience which could not conveniently be found else-
where. Because of the two drop outs from college during 
the practice teaching experience, only 99 critic teachers 
(including the one who had two cadets) were asked to par-
ticipate in the study. Of this number 73 cooperated thus 
providing data which could be matched with 74 cadets. 
A careful examination was made of records in the State 
Department of Education to determine whether the 26 critics 
who were asked to respond but did not respond had any 
particular characteristics with respect to age, sex, educa-
tional training, years of service as a teacher, salary, or 
superintendents' rating of competency which might suggest 
that they were significantly different from those critics 
that did cooperate. Table 1 and the following paragraphs 
summarize these findings. Routinely compiled data on file 
in the Vermont State Department of Education was used to 
prepare this table. If data on a critic were not available 
from this established resource, no less formal method of 
collecting the data was used. Because established records 
were used exclusively, the total number of critics reported 
in Table 1 is slightly less than the total involved in the 
study. This is solely because of several gaps in the 
official information. 
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Table 1. Comparisons between Critics Who Completed Ques-
tionnaires and Those Who Did Not 
Compar- (N).2/ All (N) Responding (N) Nonresponding 
ative 
FactorY 
Critics Critics Critics 
Salary ( 93) 3181.17 (69) 3239.64 (24) 3122.70 
Years of' 
service (96) 17.51 (71) 17.66 (25) 17.36 
Age (95) 42.75 (70) 42.67 (25) 42.84 
Years of' 
training (96) 3-725 ( 71) 3.73 (25) 3.72 
yAll data on salary, years of' service, and years of' 
training is as of' June, 1956 
.2/"N" represents the number of' critics in the category on 
whom of'f'icial data were available. 
It can be seen f'rom Table 1 that those critics who did 
not answer the questionnaires which were sent to them had 
on the average the same number of' years training as those 
critics who did answer the questionnaires. The average 
salary of' the nonresponding critics was about $100 less than 
the average f'or the responding critics. This dif'f'erence is 
less than a yearly increment and perhaps becomes even less 
significant when it can be said that the range of' salaries 
among those critics who did not respond starts with $2250 
as a minimum and runs to $4320. The range f'or the respond-
ing group is f'rom $2350 to $4440. In other words there were 
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a number of the highest paid critics who did respond, and a 
number who did not. There were also a number of the lowest 
paid critics who responded, and a number who did not. 
Periodically superintendents of schools are asked to 
rate their teachers in terms of a list of 15 characteristics. 
They are as follows: 
1. Ability to teach and get results 
2. Administration and system 
3. Character 
4. Common sense and tact 
5. Community relationship 
6. Cooperation with superintendents and teachers 
7. Culture and refinement 
8. Discipline 
9. Energy and vigor 
10. Health 
11. Ideals 
12. Leadership 
13. Personality 
14. Readiness to take suggestions 
15. Scholarship 
A five point rating scale is used as follows, excellent, 
very good, good 1 fair, poor. The superintendent is also 
asked if he recommends the individual he is rating unre-
servedly for a teaching certificate. 
None of the critics who was asked to complete the ques-
tionnaires for this study received a poor rating on any of 
the classifications listed above. Two of the critics who 
did respond and tv1o of the critics who did not respond to 
the questionnaires received ratings which would in composite 
be considered fair. Most all of the critics were rated in 
the good or very good class, but several critics who did 
respond and several critics who did not respond obtained 
excellent ratings. 
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A study of the superintendents' ratings leads to the 
conclusion that little difference existed between the com-
petence of the critic teachers who responded to the ques-
tionnaires and the critics who did not respond to the 
questionnaires. 
A study of Table 1 leads to the conclusion that re-
sponding and nonresponding critics are very similar in 
terms of age, training, years of service and salary. Al-
though it is entirely possible that differences in person-
ality may exist which are reflected in the failure to re-
spond, in view of the fact that no overt difference exists 
between respondents and nonrespondents, the most reasonable 
assumption that can be made is that the respondents are 
representative of the total critic population. 
Background concerning the individuals who contributed 
to the study has now been presented. It is now possible to 
turn to the procedures used in gathering the data. 
3. The Methods of Gathering Data 
Testing of cadets.-- In January of 1956 the first stu-
dents were tested at Lyndon. Permission to conduct the 
study had been obtained earlier from the President of the 
Institution and the State Commissioner of Education. All 
juniors at the institution were administered the Minnesota 
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Teacher Attitude Inventory, The Guilford-Martin Inventory of 
Personality Factors GAMIN, and the abridged Mahoney Child 
Development Expectancy Index. The MTAI is specifically 
designed to measure teacher attitudes which effect inter-
personal relationships between the teacher and the pupil. 
The Guilford-Martin Inventory of Personality Factors GAMIN 
is a personality inventory which measures five traits of 
temperament. The abridged Mahoney Child Development Ex-
pectancy Index is an instrument for measuring the judgment 
of adults concerning the expected development of children. 
Specimen copies of these instruments are found in the 
appendices to this study. More complete descriptions of 
the instruments and research findings in connection with 
them are reported elsewhere in this study. 
All 28 juniors at Lyndon answered the three question-
naires under the supervision of the author of this study 
just before they were assigned to an 8 week practice 
teaching experience in various communities throughout the 
state away from the college campus. Cadets were not told 
very much about the purposes of the study. It was made 
clear to them that they were contributing to a research 
study and that their sincere judgments on the various ques-
tionnaires would be most helpful. They were assured that 
all information gathered would be treated in a totally im-
personal and confidential manner. They were further assured 
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that none of their individual answers or scores would be 
made available to the college. The main point that was 
stressed in instructing the cadets concerning answers to the 
questionnaires was that their opinions, feelings, judgments, 
etc. were desired. They were assured that the question of 
"right or wrong answers" was of little or no significance to 
the study. The important thing was how they felt about each 
question asked. 
Eight weeks later the author returned to Lyndon 
Teachers' College. All 28 of the cadets were retested on 
their return to the campus but before they started classes 
which would take them to the end of the academic year. At 
this time the Minnesota Teacher Attitude Inventory and the 
abridged Mahoney Child Development Expectancy Index were 
given again. The Guilford-Martin Inventory of Personality 
Factors GAMIN was not repeated because this personality in-
ventory was used only to obtain a measure of certain person-
ality traits which might effect changes in attitudes towards 
pupils when a cadet worked with a critic who had somewhat 
different personality traits. Changes, if any, in the per-
sonality traits themselves is not a topic of concern for 
this study. 
At the retesting, cadets were told that their attitudes 
might have undergone some changes during the actual practice 
teaching experience which they had just completed. They 
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were asked to retake the MTAI and the abridged Mahoney Child 
Development Expectancy Index answering the questions exactly 
the way they felt at the present moment. 
Following this second testing, the MTAI answer sheets 
were· examined in a special way. A red carbon paper was 
placed between the original MTAI answer sheet of the cadet 
and his answer sheet immediately following practice teaching. 
The initial answers were marked over so that they would ap-
pear on the second answer sheet in red. After completing 
this process it was possible to examine the second answer 
sheet and detect every question where the cadet had answered 
the same as originally or where he had changed hie answer. 
The reader should recall that an individual is given five 
choices for each statement on the MTAI: strongly agree, 
agree, undecided, disagree, strongly disagree. The process 
described above made it easy to identify certain statements 
on the MTAI with which the cadet originally either strongly 
agreed or agreed and with which after practice teaching he 
disagreed or strongly disagreed. Of course, the exact 
reverse findings could also be detected in this manner; that 
is, a change from the disagree side of the scale to the 
agree side of the scale. 
Interviewing the cadets.-- At this point sufficient 
data had been gathered and prepared so that individual 
interviews with each cadet could be scheduled. A private 
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counseling office was used for the interviews. Individual 
appointments were scheduled at one half hour intervals over 
a period of several days. Every attempt was made to conduct 
each interview in an informal, relaxed manner which would 
encourage the cadet to talk very frankly about the practice 
teaching experience. If he did not provide answers to the 
following questions in the natural run of conv.ersation, then 
he was specifically asked if (1) he felt that there had been 
any change in his attitude toward pupils as a result of his 
practice teaching experience. If he answered affirmatively 
to this question he was also asked (2) if he could identify 
some of these changes for the author. If he identified some 
of these changes, he was asked (3) to suggest some causes 
which might have brought about these changes. He was also 
asked (4) if he expected more or less of an average nine 
year old than he did before he taught school. In order to 
gain a clue as to whether or not his practice teaching ex-
perience had been a pleasant one as far as the setting and 
personal relationships was concerned he was asked (5) if he 
would like to have a full time job in the school where he 
had just completed his practice teaching. Finally he was 
asked if (6) as a critic teacher he would perform his duties 
in much the same way as his critic teacher had. 
In addition to the areas of consideration outlined 
above, each cadet was read one or two statements from the 
MTAI where his answers had changed from agreement to dis-
agreement or vice versa between the first time he completed 
the questionnaire and the second time. This procedure tended 
to bring out rather sharply and specifically causes for 
changes in attitudes. For example, one cadet before prac-
tice teaching disagreed with the statement,"One should not 
expect pupils to enjoy school." After practice teaching 
this same cadet strongly agreed with the statement and said 
that the way the critic teacher tried to run things in the 
classroom she was assigned to was enough to make any pupil 
dislike school. A complete report of findings with respect 
to the 100 cadets interviewed will be found in Chapter IV. 
Testing the critics.-- When all of the testing and 
interviewing with respect to the Lyndon cadets was completed, 
the Minnesota Teacher Attitude Inventory, Guilford-Martin 
Inventory of Personality Factors GAMIN, and abridged Mahoney 
Child Development Expectancy Index were mailed to each 
critic teacher along with a letter reproduced in the ap-
pendix of this study. In summary, the letter asked critics 
to answer all questions just as they felt. It was empha-
sized that there were no right or wrong answers. Critics 
were assured that the request had nothing whatever to do 
with the school administration under whom they worked. They 
were told not to include their names on any of the data, and 
they were provided with a stamped envelope in which to return 
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all questionnaires and completed answer sheets. This en-
velope was coded so that it would be possible to know who 
had completed the data within. This procedure was necessary 
because to investigate the major problems of the study it is 
necessary to know how the cadets and critics were paired. 
It is not at any time necessary to know names of either 
cadets or critics once the matching has been completed. All 
of the data in this study remains completely anonymous as 
far as any personal identification with the individual who 
supplied it is concerned. 
After a period of about two weeks,a follow-up letter 
was mailed to each critic teacher who had not returned the 
set of three questionnaires. A third letter together with a 
self-addressed post card was mailed to the critic teachers 
who did not respond to the earlier requests. The post card 
gave the critic an opportunity to indicate that he would 
return the questionnaires as soon as he got a chance; that 
he had misplaced the questionnaires but would be willing to 
do them if another set were mailed to him; or that he could 
not help with the project. Questionnaires were sent to 26 
critics who worked with Lyndon cadets and 21 of these 
responded. 
The following are the results in connection with critics 
who worked with cadets from the University of Vermont and 
Castleton. Questionnaires were sent out to 35 critics who 
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worked with the University of Vermont cadets. Twenty-five 
of these critics returned the questionnaires. Question-
naires were sent out to 38 critics who worked with Castleton 
cadets. Twenty-seven of these critics returned the ques-
tionnaires. 
As the result of the initial letter and follow-ups 
described above and illustrated in Appendix E, it was finally 
possible to obtain results from a grand total of 73 out of 
99 critics. Inasmuch as these hard-worked teachers were 
asked to devote a couple of hours to questionnaires which 
might not seem particularly interesting to them, and in any 
event did not appear to be of any particular value to them, 
the author of this study believes that it is quite remarkable 
that he received as full support for his project as he did. 
As pointed out earlier in this chapter, the 26 critics who 
did not respond seemed to be very similar in background and 
competency to the 73 who did respond. As a matter of fact, 
the largest per cent of non returns took place in connection 
with those critics who worked with those cadets from either 
Castleton or the University of Vermont who had their prac-
tice teaching experience just before the close of the 
academic year. This meant that some of the critic teachers 
were not asked to respond to the questionnaire until into 
the month of June and the last very busy few weeks of their 
own school year. 
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Summary.-- Some detail has now been presented concern-
ing the procedures which were used in gathering data from 
cadets who attended Lyndon Teachers' College. The procedure 
used to collect material from critics from all three col-
leges has also been summarized. 
Data on cadets at Castleton and the University of 
Vermont were gathered in a way very similar to that pre-
viously described for Lyndon cadets. In every case the 
cadet was administered the three questionnaires by the 
author of this study. In every case the MTAI and the 
abridged Mahoney Child Development Expectancy Index were 
repeated immediately upon the return of the cadet to his 
college campus. In every case, an individual interview was 
scheduled with the cadet at the time of his return to col-
lege. It so happens that not all of the cadets at the 
University of Vermont had their practice teaching at the 
same time. This of course meant that the author was 
administering tests and conducting interviews at two 
separate periods as far as the University of Vermont cadets 
are concerned. This presented no particular problem, 
however, because the two groups of cadets were enrolled 
separately as far as courses were concerned so it was per-
fectly possible to give each group tests immediately before 
and immediately after practice teaching. No questionnaires 
were sent out to critics of the University of Vermont cadets 
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until all cadets had returned to the college. Thus the data 
were gathered. 
4. General Comments on the Techniques 
Used in Analyzing the Data 
At this point the author found himself with 100 MTAI 
and abridged Mahoney Child Development Expectancy Index 
scores for both before and after the initial practice 
teaching experience. These data represent information on 
every elementary education student who had practice teaching 
for the first time during the spring of 1956 as a member of 
a publicly supported teacher training institution in the 
State of Vermont. He also had Guilford-Martin Inventory of 
Personality Factors GAMIN scores on each of these cadets. 
In addition to test data there were also the findings of 
personal interviews with all cadets and with their directors 
of student teaching. Furthermore, the test data available 
on each student were also available on 73 of the cadets' 
critic teachers. 
First the raw score MTAI data were examined in order 
to determine whether the 100 cadets as a total group changed 
from the initial testing to the final testing. This was 
done by preparing simple means both before and after prac-
tice teaching. These findings were also compared with the 
raw score MTAI mean of the critics. Similar data were also 
compiled on the abridged Mahoney Child Development Expec-
tancy Index because it too presented data both before and 
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after practice teaching. 
After these preliminary observations, however, a major 
concern of the study was to compare changes in the scores of 
cadets during practice teaching with the scores of the 
critics they worked with. To do this, data on each cadet 
were matched with the data available on his critic. For 
example, correlations were run between cadet initial scores 
and critic scores, cadet final scores and critic scores, and 
between groups of cadets and critics where the cadet dif-
fered greatly from his critic before practice teaching, 
after practice teaching, or where the amount of change in 
the cadet could be classified as slight, moderate, or marked. 
These many combinations and subclassifications of the data 
for correlation purposes will be described more specifically 
in Chapter IV when results are presented. 
In addition to means and correlations between total 
groups and subgroups, chi square techniques were used to 
observe changes between cadet initial and final scores in 
relation to critic scores. 
Interview data were treated so that significant findings 
could be reported in the narrative form in which they were 
presented. Beyond this narrative summary, the findings have 
also been summarized through the use of percentages. 
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5. Questions to be Answered by the Study 
In summary, the data gathered and studied as described 
in this chapter should answer each of the following ques-
tions within the limits of the study. 
1. Are there changes in cadet teacher attitudes 
towards pupils as a result of the initial 
practice teaching experience? 
2. Are cadet teacher attitudes towards pupils 
influenced by critic teacher attitudes towards 
pupils? What is the effect of varying degrees 
of discrepancy between the attitudes of the 
critic teacher and the cadet teacher? 
3. Are changes (following practice teaching) in 
cadet teacher attitudes towards pupils related 
to differences in certain personality traits 
of the cadet as compared with his critic? 
4. Are changes in cadet teacher attitudes toward 
pupils related to the intensity with which 
cadets initially hold their attitudes and the 
intensity with which their critics hold their 
own attitudes toward pupils. 
5. What do personal interviews with cadets reveal 
with respect to changes in attitudes towards 
pupils and the critics' influence on these 
changes? 
6. What do personal interviews with directors of 
student teaching reveal with respect to cadet 
and critic attitudes towards pupils? 
CHAPTER IV 
ANALYSIS OF THE DATA 
1. Data Available for Analysis 
This study is concerned with the practice teaching ex-
perience and its effect on cadet teacher attitudes toward 
pupils. As described in more detail earlier, data for the 
study have been gathered by administering the Minnesota 
Teacher Attitude Inventory, the Guilford-Martin Factors 
GAMIN, and an abridged version of the Mahoney Child Develop-
ment Expectancy Index to every elementary education cadet in 
the State of Vermont who experienced practice teaching for 
the first time during the spring of 1956. 
There was a total of 102 cadets who started practice 
teaching. The questionnaires mentioned above and listed in 
Table 2 were administered to each cadet immediately before 
the start of his practice teaching experience and again 
immediately after the close of his practice teaching ex-
perience. A personal interview was also held with each of 
the 100 cadet teachers who completed practice teaching soon 
after the end of his practice teaching experience. The same 
group of questionnaires was also administered to each critic 
teacher who was willing to cooperate in the study. These 
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Table 2. Data Available for Analysis 
Source of Data 
Minnesota Teacher Attitude Inventory Scores 
Cadets before practice teaching 
Cadets after practice teaching 
Critics after cadets finished practice teaching 
Guilford-Martin Factors GAMIN Scores 
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Number 
of Cases 
102 
100 
73 
Cadets before practice teaching 102 
Critics after cadets finished practice teaching 73 
Abridged Mahoney Child Development Expectancy Index 
Cadets before practice teaching 102 
Cadets after practice teaching 100 
Critics after cadets finished practice teaching 71 
Interviews 
With each cadet after practice teaching 100 
With three directors of practice teaching 
concerning each cadet 100 
questionnaires were given to the critics after they had 
finished their work with the cadets. No reference was made 
to the practice teaching experience in requesting the coop-
eration of the critics.ll Seventy-three of the 99 critics 
responded to the request. There were 99 critics to 100 
cadets, because in only one case did the same critic happen 
to work with two of the cadets. This critic did respond, 
so there are data for 74 cadet-critic pairs. All 73 
responding critics answered the MTAI and the Factors 
GAMIN, but only 71 of them completed the Child Development 
1/See Appendix E, PP• 168-169. 
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Expectancy Index. As mentioned more fully in Chapter III, 
the 73 critics who responded to the questionnaires seemed to 
be representative of the total group of 99 critics who were 
eligible to respond with respect to age, sex, educational 
training, years of service as a teacher, salary, and super-
intendent's rating of competency as a teacher. 
2. The Cadet as Compared with his Critic on the MTAI 
One of the major concerns of this study is what happens 
to a cadet teacher's attitudes toward pupils in relation to 
attitudes held by his critic teacher. All the objective 
data gathered in this connection is found in the appendices. 
Further interpretation is in order and will be developed in 
this chapter. 
The discrepancy hypothesis and the MTAI data.-- The 
MTAI data on each cadet and his critic were considered in 
the light of a discrepancy hypothesis as a central theme. 
This hypothesis contends that when cadets are placed with 
critics of similar attitudes, little change occurs in the 
attitudes of the cadet; when cadets are placed with critics 
of moderate disagreement in attitudes, changes in the atti-
tudes of the cadets are toward the critic; and when cadets 
are placed with critics of marked disagreement in attitudes, 
changes in the attitudes of the cadets are away from the 
critics. In other words, the amount and direction of change 
in the MTAI scores of the cadets after working with a critic 
is hypothesized to be dependent on the degree of initial dif-
ference between the cadet and the critic. 
To test the discrepancy hypothesis, subdivisions of the 
total data must be analyzed. For example, if we are inter-
ested in viewing critic influences on changes in cadet MTAI 
scores, we must classify our initial cadet scores into groups 
which take into account the degree of difference between a 
cadet's initial score and his critic's score; that is, we 
must compare the amount and direction of shift in score of 
cadets initially differing from critics by either slight, 
moderate, or marked amounts. This analysis is made by es-
tablishing quantitative differences in reference to specific 
differences in amount, and by subdividing the group into 
thirds on the basis of difference. The results will be 
presented in future paragraphs of this chapter, but first 
Table 3 and Table 4 are presented to show general charac-
teristics of the entire cadet and critic groups with respect 
to MTAI scores. 
Table 3. Mean MTAI Raw Scores and their Standard Deviations 
for Total Groups of Cadets and Critics 
Cadets Critics 
Group N Mean SD Mean SD 
tlefore I Arter Before IJI.rter 
All cadets initially 
tested 102 37.3 29.6 
All cadets who 
finished practice 
29.6 31.6 teaching .... oo 37.9 41.4 
All cadet-critic 
pairs 74 36.1 39.2 30.3 33.8 37.4 29.8 
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Table 3 shows that as a total group, cadets scored 
slightly higher raw score on the MTAI after the practice 
teaching experience than they did before such experience. 
After practice teaching cadet mean scores were slightly 
above those of their critics, but before practice teaching 
they were slightly below the critic group. These changes, 
however, are less than the standard error of the Inventory 
and cannot be considered significant. 
Table 4. Intercorrelations between Initial and Final MTAI 
Scores and Differences of Cadets and Critics 
Spearman Rank Order Correlations 
Groups N Before pract1.ce After practl.ce 
tea chinK teaching 
Cadet A; critic 
raw scores 74 pain -.10 -.11 
Difference between 
cadet and critic 
raw score corre-
lated with critic 
raw score 74 pain -.12 -.05 
Table 4 gives some Spearman rank correlations for the 
total group of 74 cadets and their critics. It can be 
seen from the data that individual cadets did not necessarily 
practice teach under the direction of a critic who had a 
similar MTAI score. It can also be seen from Table 4 that 
as a total group, cadets after practice teaching did not 
become significantly closer to or further apart from their 
critics with respect to MTAI scores. The fact that none of 
the correlations in Table 4 are significant at the 5% level 
of confidence bears this out. 
With these general characteristics of the entire groups 
established, let us investigate subgroups more closely. 
Table 5. Mean Differences in MTAI Raw Scores of Selected 
Groups of Cadets and Their Critics Both Before 
and After the Cadets' Practice Teaching 
Experience 
Mean Differences Between 
Groups N Cadets and Critics 
Before Practice !After Practice 
Tea chin~ Teaching 
Cadets whose scores 
changed markedly after 
26 practice teaching 42.07 50.96 
Cadets whose scores 
changed slightly after 
practice teaching 17 30.00 28.35 
As a test of the discrepancy hypothesis, a group of 26 
cadets who made marked changes on the MTAI (21 to 86 points 
comparing initial and final raw scores) were compared with 
their critics both before and after practice teaching. 
Before practice teaching the mean difference in raw MTAI 
scores between cadets and critics was 42 points. After the 
practice teaching experience the mean differ,ence in raw 
scores for this group was 51 points. 
The mean difference of a group of 17 cadets who made 
81 
slight changes (0-6 points comparing initial and final MTAI 
scores) and their critics was JO points before the practice 
teaching experience and reduced to 28 points after the 
practice teaching experience. 
On the surface it would appear from the data discussed 
in the above two paragraphs and summarized in Table 5 that the 
discrepancy hypothesis is establishing itself. At least it 
has been demonstrated that a group of cadets who made marked 
changes in the MTAI scores when their before and after prac-
tice teaching scores are compared, differed more from their 
critics after practice teaching than they did before it. 
Furthermore, a group of cadets who made slight changes in 
MTAI scores when their before and after practice teaching 
scores are compared, differed less from their critics after 
practice teaching than they did before it. 
Turning to correlations and Table 6 we see that 23 
cadets who differed most markedly (44 to 116 points) from 
their critics at the start of practice teaching correlated 
by the Spearman Rank Method with their critics at .31 before 
practice teaching. This same group correlated at -.16 after 
the practice teaching experience. Raw MTAI scores were 
used in these cases. 
Twenty-three cadets who differed least (0-20 points) 
from their critics at the start of practice teaching corre-
lated with their critics at -.20 before practice teaching. 
Table 6. Spearman Rank Order Correlations on Minnesota 
Teacher Attitude Inventory Raw Scores Between 
Selected Groups of Cadets and Critics Both 
Before and After Practice Teaching 
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Soearman Rank Order Correlations 
Groups N Before Practice After Practice 
Tea chin£ Tea chine: 
Cadets and their critics 
who differed most 
markedly at start of 
practice teaching 23 .31 -.16 
Cadets and their critics 
who differed least at 
start of practice 
teaching 23 -.20 .10 
Cadets whose scores 
changed markedly after 
practice teaching and 
26 
-.48 -.60 their critics 
Cadets whose scores 
changed slightly after 
practice teaching and 
their critics 17 .30 .46 
This same group correlated at .10 after the practice 
teaching experience. 
There is also some evidence to show that those cadets 
who made the greatest change in MTAI raw scores were further 
apart from their critics at the end of practice teaching 
than at the beginning, while those who made the least 
changes during practice teaching were closer to their critics 
at the end. For those with greatest changes (26 cases with 
from 21 to 86 points of change), initial correlation with 
critic raw score was -.48. Final correlation was -.60. For 
those with the least changes (17 cases with from 0 to 6 
points) initial correlation with critic raw score was .30 
and final correlation was .46. 
All of the above data summarized in Tables 5 and 6 
seem to show that those cadets who were furthest away from 
their critics at the start of practice teaching remained 
furthest away at the end. Those who were close together at 
the start remained close together. That this is essentially 
true can be further confirmed by data in Table 7. 
Table 7. Cadets Grouped by Initial and Final Difference in 
MTAI Raw Score as Compared with Their Critics 
Differences After Practice 
Teaching 
42-up 
20-41 
0-19 
Differences Before Practice 
Teaching 
0-19 
4 
10 
12 
20-41 
7 
10 
6 
42-up 
19 
6 
0 
Of 26 cadets who differed from their critics by 19 or 
less points before practice teaching, 10 differed by 20 
through 41 points and 4 by more than 41 points after prac-
tice teaching. In the group of 23 cadets who differed by 
20 through 41 points before practice teaching, 6 differed 
by less than that and 7 by more after practice teaching. 
Of the group of 25 cadets who differed by 42 or more points 
before practice teaching, only 6 dropped below this differ-
ence after practice teaching and none changed to within as 
few as 19 points of his critic. When the data in Table 7 
were treated by the chi square technique, they were statis-
tically significant at the 1% level of confidence. 
Although the data thus far discussed in this chapter 
lend some support to the discrepancy hypothesis, it does 
not seem safe to accept it wholeheartedly at this point. 
Table 8. Cadet Changes in MTAI Raw Score Where Mean Change 
of All Cadets and Amount of Initial Difference 
Between Cadet and His Critic Are Considered 
Initial Difference in Raw Scores 
Between Cadet and Critic 
~ottom Jrd Middle 3rd Top 3rd 
Cadet change in score 
between initial and final 
more than average {19 points) 10 8 13 
Cadet change in score 
between initial and final 
less than average 
{18 points) 14 17 12 
The mean change in cadet raw scores on the MTAI between 
initial and final tests is 18 points. If the entire group 
is divided into thirds with those cadets with the least 
initial difference between themselves and their critics in 
the bottom third, and those cadets with the marked amount of 
initial difference in the top third, the following is found. 
Of 24 cadets in the bottom third, 14 changed less than 18 
points after practice teaching; of 25 in the middle third, 
17 changed less than 18 points; and of 25 in the top third, 
12 changed less than 18 points. These findings summarized 
in Table 8 do not disprove the discrepancy hypothesis, but 
neither do they present sufficient evidence to substantiate 
it. Influenced by the discrepancy hypothesis one might ex-
pect greater than average change with middle and top groups, 
but less than average change in the bottom group in which 
no change was postulated. 
Table 9. Initial and Final Means of Cadets who Initially 
Had Raw Scores on the MTAI Markedly Different 
from Those of their Critics 
Group N 
~I Raw Score Means 
itic Cadet 
Berore After 
Cadets with initial raw scores over 
55 while their critics were under 23 9 2 69 71 
Cadets with initial raw scores under 
24 while their critics were over 53 9 77 
- 1 16 
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Table 9 data help us to consider what happened to the 
MTAI raw scores of two groups of cadets who worked with 
critics who scored very differently on the MTAI. A very 
small group of 9 cadets obtained raw scores before practice 
teaching of over 55 on the MTAI, while their critics all 
earned raw scores under 23. (That is, this group of cadets 
scored in the top third yet had critics who scored in the 
bottom third.) Here is a group with maximum initial dis-
crepancy. The cadet initial (before practice teaching) 
mean for this group was 69 and the final (after practice 
teaching) mean was 71. The critic mean for this group was 
2. This would seem to suggest a reluctance on the part of 
very high scoring cadets to become more like their markedly 
different critics. On the other hand is a group of 9 cadets 
who initially scored under 24 and had critics who scored 
over 53. (That is, this group of cadets scored in the 
bottom third yet had critics who scored in the top third.) 
The initial cadet mean was -1 and the final cadet mean was 
16. The critic mean was 77. These cadets with maximum ini-
tial discrepancy moved in the direction of their critics but 
still maintained a wide difference in scores after practice 
teaching. It should also be added that the entire group of 
100 cadets had a tendency to gain in raw score on the MTAI 
quite independently of the critics. The initial mean raw 
score for 100 cadets was 3B and the final mean was 41. 
The data in Table 9 described above like the data in 
87 
Table g reviewed just preTiously do not support the original 
discrepancy hypothesis which contends that those with the 
greatest initial difference would become more dramatically 
further apart after working together. 
To continue the investigation of the discrepancy hy-
pothesis another grouping can be considered. All 74 cadets 
who had critic teachers that cooperated in the study may be 
divided into thirds depending on the initial amount of dif-
ference in MTAI raw score of the cadet and his critic. If 
this is done, 26 cadets initially differ from their critics 
by 0 through 19 points. Another 25 cadets differ by 20 
through 44 points. Another 23 cadets differ by 48 through 
116 points. These three groups can be known as having slight, 
moderate and marked initial differences. Only those cadets in 
each of the groups who changed more than 5 raw score points 
during practice teaching were recorded in the following table 
because a change of any less than this amount would seem to 
be a factor inherent in the reliability of the inventory 
rather than a real difference. This reduced the total group 
to 58 cases, 19 of which were in the slight initial differ-
ence group, 19 in the moderate initial difference group, 
and 20 in the marked initial difference group. With 
this grouping in mind Table 10 can be presented. 
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Table 10. Cadet Changes in MTAI Raw Scores During the 
Practice Teaching Experience Considered in the 
Light of the Degree of Initial Difference 
Between Cadets and Critics on MTAI 
Slight Moderate Marked 
(0-19) (20-44) (48-116) 
Cadet change more than 5 
points away from critic 17 7 
Cadet change more than 5 
points toward critic 2 12 12 
Table 10 presents the data which seems to be the straw 
to break the discrepancy hypothesis' back. Fifty-eight 
cadets who changed more than 5 points during practice 
teaching are divided into thirds on the basis of initial 
difference between cadet and critic. Of 19 cadets in the 
bottom third, 2 moved more than 5 points toward their critics 
and 17 moved more than 5 points away from their critics as a 
result of the practice teaching experience. Of 19 cadets in 
the middle third, 12 moved more than 5 points toward their 
critics and 7 moved more than 5 points away from their 
critics. Of 20 cadets in the top third with respect to 
initial cadet-critic difference in MTAI raw score, 12 moved 
more than 5 points toward their critics and g moved more 
than 5 points away from their critics. It should be added 
that these findings by no means suggest that cadets and 
critics initially similar ended up farther apart than cadets 
~ 
and critics initially quite different. As a matter of fact 
the mean average final difference of the group initially 
slightly different was 24.07. The mean average final dif-
ference for the group initially markedly different was 
65.13. 
The findings of the preceding paragraph summarized in 
Table 10 may not be quite so dark for the discrepancy 
hypothesis as is first apparent because it is easier ·for 
individuals with initially close scores to get further apart 
and for individuals with initially further apart scores to 
get closer together. If Admiral Byrd is at the South Pole 
and Commodore Peary is at the North Pole, it is rather dif-
ficult to push them any further apart on this globe regard-
less of the intervening experiences which might be con-
trived. By the same token Siamese twins would have to 
search rather futilely to find an experience that would 
bring them any closer together. 
Although the discrepancy hypothesis cannot be statis-
tically substantiated within the limits of this study, there 
is no reason to believe that those Vermont cadets who ex-
perienced their practice teaching with a critic who held 
quite different attitudes on the MTAI adopted the attitudes 
of their critics any more readily than those cadets who were 
placed with critics with more similar attitudes. As a 
matter of fact, the 25 critics who scored the highest MTAI 
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scores averaged a mean raw score of 71. Their corresponding 
cadets had a mean MTAI score before practice teaching of 33, 
and a mean MTAI score following practice teaching of 36. 
The 25 critics who had the lowest MTAI scores had a mean 
MTAI score of 6. Their corresponding cadets had a mean MTAI 
score before practice teaching of 41, and a mean MTAI score 
following practice teaching of 44. 
None of the data collected or analyzed in connection 
with this dissertation gives us reason to think that when a 
cadet is lacking in certain attitudes toward pupils, he will 
most likely acquire the attitudes if he is placed with a 
critic who possesses them in abundance. Placing Cold Mary 
Cadet with Warm Mother Critic does not seem to bring about 
the change we might hope for Mary any more than placing her 
with a more similar critic. 
Intensity of opinion of cadets and critics and its 
effect on changes in cadet attitudes as measured by the 
MTAI.-- The MTAI provides for five responses to each of its 
150 statements. Two extreme responses are possible. An 
individual can strongly agree with the statement, or he can 
strongly disagree with the statement. Analysis of these 
extreme responses makes it possible to classify cadets and 
critics in terms of their intensity of opinion. Before the 
practice teaching experience, the average cadet checked 28 
answers either "Strongly Agree", or "Strongly Disagree". 
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After the practice teaching experience, the average cadet 
checked 30 such answers. The critic mean was also 30. For 
the purposes of this analysis, intense critics are defined 
as those who checked 30 or more items in the Strongly Agree 
and Strongly Disagree columns. Mild critics are those who 
checked 29 or less items in the Strongly Agree and Strongly 
Disagree columns. Intense cadets are those who checked 28 
or more items in the Strongly Agree and Strongly Disagree 
columns. Mild cadets are those who checked 27 or less items 
in the Strongly Agree and Strongly Disagree columns. 
The following combinations among critics and cadets are 
possible: intense critic with intense cadet; intense critic 
with mild cadet; mild critic with intense cadet; and mild 
critic with mild cadet. It has been pointed out earlier in 
this study that the author had absolutely no influence, con-
trol, or knowledge of the reasons why a given cadet was as-
signed to a given critic. This procedure remained entirely 
one to be worked out by the college and cooperating school 
systems. The groupings mentioned in the preceding sentence 
are findings after the fact. 
Table 11. Cadets and Critics Paired by Intensity of Opinion 
Subgroups Paired by N Mean MTAI Raw Scores 
Intensity of Opinion Crit~cs Gad ets 
Before After 
Intense Critic - Intense Cadet 13 34.54 51.54 53.54 
Intense Critic - Mild Cadet 14 64.29 12.93 25.00 
Mild Critic - Intense Cadet 25 35.56 48.76 48.88 
Mild Critic - Mild Cadet 22 25.27 27.27 28.86 
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It can be seen from Table 11 that cadets in all sub-
groups showed negligible shift during the practice teaching 
experience. Only when intense critics were paired with mild 
cadets is there even a suggestion that the cadets as a group 
move closer to their critics during the practice teaching 
experience. Actually, this change is not significant at the 
5% level, and the cadets in this subgroup who differed 
markedly from their critics on the MTAI at the start of 
practice teaching were still markedly different at the end. 
Cadets in none of the other subgroups moved significantly 
toward or away from their critics. In summary, it can be 
said that intensity of critic opinion does not appear to be 
a factor in influencing cadet changes in scores on the MTAI. 
Personality differences between cadet and critic and 
their effect on cadet changes in MTAI scores.-- It will be 
recalled from an earlier chapter that one of the procedures 
of this study was to administer the Guilford-Martin Factors 
GAMIN Personality Inventory to each cadet and critic cooper-
ating in the study. The following tables show whether or 
not a cadet is more likely to move away or toward his critic 
on the MTAI in relation to whether or not his raw score on a 
given personality trait is lower or higher than that of the 
critic with whom he worked. Perhaps it should be emphasized 
that the relationship of scores between the cadet and critic 
is what is being considered. For example, a cadet might 
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have a raw score of 14 on the General Activity Factor, and 
his critic might have a score of 23. Both scores are above 
average in terms of the norms of the test builders. The 
fact that the cadet is working with a critic who possesses 
a more marked degree of the trait than his cadet is what is 
to be considered in the following tables. Of course, the 
reverse of the above example could also be true where both 
cadet and critic would be low on a given trait, but one 
would still possess the trait to a greater degree than the 
other. 
Table 12. Relationship between Raw Scores of Cadets and 
their Critics on the General Activity Factor 
of Guilford-Martin Factors GAMIN 
Direction of Shift Relationship of Factor G 
on MTAI Raw Scores 
Critic lower than Critic higher than 
cadet on Factor G cadet on Factor G 
Cadet moved toward 
critic after 
practice teaching 11 21 
Cadet moved away 
from critic after 
practice teaching 23 15 
A chi square of 4.8 indicates that Table 12 findings 
presented above are statistically significant at the 5% 
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level of confidence. The G factor measures general activity 
and the higher score indicates a tendency to be more 
vigorous in engaging in overt action. It can be concluded 
that when the critic scores higher on Factor G, the cadet's 
MTAI attitudes are more likely to move closer to those of 
his critic following the practice teaching experience. Also 
when the critic scores lower on Factor G than his cadet, the 
reverse is true. 
Table 13. Relationship between Raw Scores of Cadets and 
their Critics on the Ascendance-Submission 
Factor of the Guilford-Martin Factors GAMIN 
Direction of Shift Relationship of Factor A 
on MTAI Raw Scores 
Critic lower than Critic higher than 
cadet on Factor A cadet on Factor A 
Cadet moved toward 
critic after 
practice teaching 17 16 
Cadet moved away 
from critic after 
practice teaching 24 11 
A chi square of 2.1 indicates that Table 13 findings 
presented above failed to be statistically significant at 
the 5% level of confidence. Factor A of the Guilford-Martin 
Inventory measures Ascendancy-Submission. High scores in-
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dicate social passiveness. 
Table 14. Relationship between Raw Scores of Cadets and 
their Critics on the Masculinity-Femininity 
Factor of Guilford-Martin Factors GAMIN 
Direction of Shift Relationship of Factor M 
on MTAI Raw Scores 
Critic lower than Critic higher than 
cadet on Factor M cadet on Factor M 
Cadet moved toward 
critic after 
practice teaching 19 . 15 
Cadet moved away 
from critic after 
practice teaching 31 6 
A chi square of 6.6 indicates that Table 14 findings 
presented above are statistically significant at the 1% 
level of confidence. The M factor measures masculinity-
femininity. A higher score indicates a tendency toward 
masculinity of emotional and temperamental make-up, and a 
lower score indicates personality characteristics more com-
monly classified as feminine. It can be concluded that when 
the critics score higher on Factor M, the cadet's MTAI atti-
tudes are more likely to move away from those of his critic 
following the practice teaching experience. Also, when the 
critic scores lower on factor M than his cadet, the reverse 
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is true. Although these are indeed facts if one does not 
choose to analyze these findings further, it is important to 
add that of the 71 cadets recorded in Table 14, 24 of them 
are males. Of the 71 critics recorded in Table 14, 4 of 
them are males. It is, therefore, to be expected that 
cadets' scores would run higher on this factor than would 
critics' scores. 
Table 15. Relationship between Raw Scores of Cadets and 
their Critics on the Inferior Feelings Factor 
of Guilford-Martin Factors GAMIN 
Direction of Shift Relationship of Factor I 
on MTAI Raw Scores 
Critic lower than Critic higher than 
cadet on Factor I cadet on Factor I 
Cadet moved toward 
critic after 
practice teaching 10 25 
Cadet moved away 
from critic after 
practice teaching 21 17 
A chi square of 5.3 indicates that Table 15 findings 
presented above are statistically significant at the 5% level 
of confidence. The I factor measures inferior feelings and 
the higher score indicates a greater tendency toward self-
confidence. It can be concluded that when the critic scores 
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higher on Factor I, the cadet's MTAI attitudes are more 
likely to move closer to those of his critic following the 
practice teaching experience. Also when the critic scores 
lower on Factor I than his cadet, the reverse is true. 
Table 16. Relationship between Raw Scores of Cadets and 
their Critics on the Nervousness Factor of 
Guilford-Martin Factors GAMIN 
Direction of Shift Relationship of Factor N 
on MTAI Raw Scores 
Critic lower than Critic higher than 
cadet on Factor N cadet on Factor N 
Cadet moved toward 
critic after 
practice teaching 13 21 
Cadet moved away 
from critic after 
practice teaching 18 20 
A chi square of .06 indicates that Table 16 findings 
presented above are not statistically significant at the 5% 
level of confidence. The N factor measures nervousness, 
and the higher score indicates a tendency to be calm, 
unruffled and relaxed. 
In final summary it can be said that of the five per-
sonality traits measured by the Guilford-Martin Factors 
GAMIN, three seem to be significant in relation to changes 
in the MTAI scores of cadets. These three factors are, 
General Activity, Masculinity-Feminity, and Inferior 
Feelings. The cadet's MTAI attitudes are more likely to 
move toward his critic's MTAI attitudes when the critic is 
more active than he is, when the critic is less masculine 
than he is, and when the critic possesses more self-confidence 
than he does. 
3. Changes in the Cadet as Compared with 
his Critic on the Abridged Mahoney 
Child Development Expectancy Index 
The Abridged Mahoney Child Development Expectancy Index 
has been described in detail in Chapter II. In tables, the 
abbreviation AMCDE Index will be used. At this time it 
should be pointed out that the Index is made up of 80 state-
ments describing behavior characteristics typical of children 
of various ages. According to child development specialists, 
40 of the activities included in the Index are typically 
accomplished by children within a three year age span which 
includes age 9. The other 40 items in the Index have not 
been observed by child development specialists to be accom-
plished by a child until he reaches the age group 10-11-12, 
or in the case of some activities the age group 13-14-15. 
In scoring the Index one point was assigned for each 
inappropriate answer; that is, if the person taking the test 
checked an activity which was not typical of a 9 year old, 
he was given a score of one point. Furthermore, if he did 
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not check an item which is typical of a 9 year old, he would 
also receive one point. Under this system, the highest 
possible score would be 80 in which case the individual 
receiving a score of SO would not check any of the activ-
ities typical of a 9 year old, but would check all of the 
activities which child development experts have discovered 
are not typically performed until a child has reached an 
older age group. Therefore, a score of 80 would indicate a 
highly unrealistic expectancy with respect to the performance 
of typical 9 year olds. On the other hand, a score of zero 
would indicate that the person taking the test marked each 
of the 40 activities which child development specialists 
have established that an average 9 year old is able to ac-
complish. This same individual would not have checked any 
of the activities which child development specialists have 
established are not appropriate until the older ages. 
If should be clear from the above explanation of 
scoring that the lower a given individual's score is on the 
test, the more realistic is his expectancy concerning the 
activities which a typical 9 year old is able to accomplish. 
The higher his score, the less realistic he is concerning 
his expectancy of a 9 year old. 
Alternate methods of scoring were studied, but none 
yielded any different results than those to be presented in 
the remainder of this part of Chapter IV. For example, it 
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would be possible to score the papers by assigning a plus 
score whenever an activity was checked which child develop-
ment experts find inappropriate until an age group above 9. 
A minus score could be given each time a person taking the 
test neglected to check an activity which a 9 year old might 
well be expected to accomplish. A study of plus and minus 
scores obtained in this way, however, resulted essentially 
in the same findings to be reported in the remainder of this 
part of Chapter IV. 
With the preceding introduction, the reader should be 
able to follow the statistical data now to be presented. 
Table 17. Means and Standard Deviations of AMCDE Index 
Scores for all Cadets and Critics 
Cadets Critics 
Group N Mean SD Mean SD 
~efore After Before After 
All cadets 
initially tested 102 24.6 4.3 
All cadets who 
finished prac-
tice teaching 100 24.5 24.1 4.2 4.0 
All cadet- I ' 
critic pairs 72 24.5 24.5 4.4 4.0 24.3 4.0 
It can be seen from Table 17 that it was typical for 
all total groups to check 24 inappropriate answers on the 
Child Development Expectancy Index. With reference to cadets, 
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"before" refers to scores immediately prior to practice 
teaching; and "after" refers to scores immediately following 
practice teaching. Cadets who did not finish practice 
teaching and critics were tested only once. The next table 
will consider subgroups in relation to MTAI scores. 
Table 18. Comparisons between MTAI Raw Scores and AMCDE 
Index Scores of Cadets and their Critics 
Cadets Critics 
Mean Mean 
Groups N Index SD AMCDE SD 
Hefore !After Berore A!'ter Index 
Cadets who ini-
tially scored in 
the upper half of 
the raw scores 
on the MTAI and 
their responding 
371 23.6 critics 23.3 4.2 3.3 23.8 4.0 
Cadets who ini-
tially scored in 
the lower half of 
the raw scores on 
the MTAI and 
their responding 
25.8 critics 35 25.3 4.5 4.3 24.8 4.3 
With respect to realism of child expectancy, Table 18 
indicates that there is little difference between those 
cadets who scored in the upper half with respect to raw 
scores on the MTAI and those cadets who scored in the lower 
half. There are, of course, small differences which are in 
all probability change variations. 
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It is interesting that Mahoney1f found that his index, 
"showed real possibility as a discriminator between effective 
and ineffective women teachers." The effective teachers had 
more realistic expectations concerning the accomplishments 
of children of various age ranges. Mahoney 1 sa/ findings 
were not so clear-cut with respect to male teachers, but 
most groups of male teachers which he labeled ineffective 
"displayed a tendency of expecting far more of children than 
they should." 
It is altogether possible that the changes made in the 
Expectancy Index by the present author can account for the 
fact that his data show no appreciable difference in the 
expectancy of cadets scoring high on the MTAI and cadets 
scoring low on the MTAI. The present author asked each in-
dividual taking the test to indicate whether or not a 9 year 
old could perform the task described. Mahoney described 
tasks typical of children in all age ranges 1 through 20 and 
asked the person taking the test to indicate the appropriate 
age when it would be reasonable to expect an average child 
to perform the task. More details concerning the Mahoney 
Index and the Abridged Index are found elsewhere in this 
study. 
In summary, it can be noted that there are no signifi-
1/William M. Mahoney, op. cit., p. 261. 
g/Ibid., p. 262. 
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cant differences among the Abridged Mahoney Child Develop-
ment Index scores of various groups. Therefore, more com-
plete examination of these insignificant differences in 
order to determine possible causes did not seem advisable. 
4, Findings from All Interviews with Cadets 
and Directors of Student Teaching 
One of the highlights of this study was the opportunity 
which the author has had to have extensive personal inter-
• 
views with each of the cadets involved in the study, The 
author did not know any of the cadets before the study began. 
The author has never served as an instructor to any of the 
cadets who are distributed among three teacher training in-
stitutions, Each interview had the advantageous quality of 
being impersonal and in no way influenced by other relation-
ships which might have existed if the author and the cadets 
were well-known to each other, or if the author served in 
some official capacity within the college attended by the 
cadets. 
Individual interviews lasting approximately one half 
hour were scheduled with each cadet immediately upon his 
return from the practice teaching experience. Every attempt 
was made to conduct these interviews in an informal, un-
structured manner. The author tried to encourage the cadet 
to talk freely about his practice teaching experience. In 
order to develop some data for further analysis, the author 
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was particularly interested in learning from the student 
whether or not he felt there had been any change in his 
attitudes towards pupils as a result of the practice 
teaching experience. The author was also interested in 
learning whether the cadet could specifically identify some 
of these changes and their causes. If the cadet did not in 
the normal course of describing his practice teaching ex-
perience, provide answers to the above questions, he was 
asked specifically about them. In addition, each cadet was 
also read one or two statements from the MTAI where his 
answers had changed from agreement to disagreement or vice 
versa between the first time he completed the questionnaire 
and the second time. By following this procedure, it was 
often possible for the interviewer to obtain some rather 
specific statements from the cadet concerning the causes of 
the changes in his attitudes towards pupils. Each cadet was 
also asked if he expected more or less of an average 9 year 
old after practice teaching than he did before practice 
teaching; if he would like to have a full time job in the 
school where he had just completed his practice teaching; 
and if as a future critic teacher he would perform his 
duties in much the same way as his critic teacher had. 
The following paragraphs will present in detail find-
ings which can be classified for the entire group in rela-
tion to the above information gained from the interview 
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technique. In addition, information gained from the inter-
views will also be considered in the light of information 
gained from test data. 
Table 19. Cadet Judgment of Change in Attitude 
Compared to Measured Change in Attitude 
Change on MTAI Cadet Judgment as to Change 
Raw Score No Yes 
Greater than 16 points 13 29 
Less than 16 points 20 38 
Tablel9 data first tell us that 67% of the 100 cadets 
who finished practice teaching felt that their attitudes 
toward pupils had changed as a result of the experience. 
This is, of course, a sincere judgment of the cadets ex-
pressed in their interviews with the author. The judgments 
stand. It is interesting, however, to compare these judg-
ments of change with actual change on the MTAI. It is ob-
served that the majority of those who felt their attitudes 
had changed actually did not change as much as 16 points on 
the MTAI. Sixteen points was chosen as representing a true 
shift in score statistically significant at the 5% level of 
confidence inasmuch as the standard error of measurement for 
the MTAI is 8 raw score points. 
The data presented in Table 19 make no attempt to con-
sider the direction of changes in attitudes towards pupils. 
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This information is provided by Table 20. 
Table 20. Cadet Judgment of Direction of Change in 
Attitudes toward Pupils and Actual 
Direction of Change in MTAI Raw Score 
MTAI 
Change 
Positive Shift 
Negative Shift 
Cadet Judgment as to 
Direction of Change 
7 38 
23 7 
It will be noted from Table 20 that 45 of the cadets 
felt that their attitudes towards pupils became more ac-
cepting and positive as a result of the practice teaching 
experience. Thirty of the cadets found pupils less pleasant 
to work with than they had originally anticipated. Only 
those cases where the cadet actually indicated a change and 
the MTAI score actually changed are considered in Table 20, 
hence, the total is 75 rather than 100 cadets. 
It is particularly interesting to note that 38 of the 
cadets who felt a plus change in their attitudes towards 
pupils actually made a plus change in their MTAI score fol-
lowing practice teaching. Only 7 of the cadets who felt a 
plus change scored lower on the MTAI after practice teaching. 
In summary with respect to Table 20 it can be said that 
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cadets are conscious of the shifts reflected in their MTAI 
scores. A chi square of 18.8 indicates these findings are 
statistically significant at the 1% level of confidence. 
Table 21. Cadet's Willingness to Teach in the 
School Where his Practice Teaching Took 
Place and Direction of Change in Cadet 
MTAI Score in Relation to Critic MTAI 
Score 
Group No Yes 
Cadet MTAI score moved toward 
critic score following prac-
tice teaching 10 25 
Cadet MTAI score moved away 
from critic score following 
practice teaching 13 26 
A chi square of .06 indicates that data tabulated in 
Table 21 do not reach the 5% level of significance. The 
original question was asked of cadets in the hope that it 
would bring out more information concerning cadet-critic 
relationships. In all probability it did not serve its 
purpose because many cadets pointed out that they were 
anxious to teach in the school where they had their practice 
teaching because it was located in a community where they 
were anxious to live. At the same time, cadets who pre-
ferred to move to a different community most commonly gave 
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this reason for expressing an unwillingness to continue to 
teach in the school where they practice taught. 
Another attempt was made to gain indirectly information 
concerning cadet-critic relationships. This time the cadet 
was asked whether or not he would conduct himself as a critic 
teacher in much the same way as his critic teacher had done. 
Table 22 organizes the data with respect to this question. 
Table 22. Cadet Desire to be Like his Critic and 
Direction of Change in Cadet MTAI 
Score in Relation to Critic 
Group No Yes 
Cadet MTAI score moved toward 
critic score following prac-
tice teaching 5 31 
Cadet MTAI score moved away 
from critic score following 
practice teaching 16 22 
It will be noted from Table 22 that the cadet is more 
likely to move toward the critic on the MTAI if he expresses 
a desire to conduct himself as a critic much as his critic 
did. On the other hand, he is more likely to move away 
from his critic on the MTAI if he expresses a desire to con-
duct himself differently as a critic than his critic did. 
A chi square of 7.2 indicates the data in Table 22 are sig-
nificant at the 1% level. 
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Each cadet was asked if he expected more or less of an 
average 9 year old after practice teaching than he had 
before practice teaching. Cadets were assigned to do their 
practice teaching at many different grade levels as well as 
in one room rural schools where children of all grade levels 
1 through 8 were present. Not all cadets had an opportunity 
to work with 9 year olds, although every cadet had an oppor-
tunity for the first time to work with a group of school 
children in the elementary school. After the practice 
teaching experience, 44 of the 100 cadets expressed the 
opinion that they would expect more accomplishments from a 
9 year old than they had before their practice teaching ex-
perience. Twenty-six would expect less, and 30 were unde-
cided as to whether or not their expectancies had changed. 
Earlier in this chapter, mean scores on the Abridged Mahoney 
Child Development Expectancy Index showed little change in 
expectancy after the practice teaching experience. Findings 
from the personal interviews appear to be in keeping with 
the findings on the Abridged Index. 
Each of the three teacher training institutions in-
volved in this study had a Director of Student Teaching. 
It was the responsibility of this Director to assign each 
cadet to a critic and to follow the progress of the cadet 
during his practice teaching experience. The author of this 
study had an opportunity to hold an extended interview with 
each of the Directors of Student Teaching. Basically the 
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Directors of Student Teaching were asked two questions con-
cerning each student teaching situation. They were asked in 
their judgment whether the critic's liking for pupils was 
high, medium, or low, and whether the critic and the cadet 
had high, medium, or low similarity of attitude with respect 
to liking for pupils. Findings resulting from these ques-
tions can be considered in several ways. First we will look 
at Table 23. 
Table 23. Relationship of Critic MTAI Score to 
Director's Judgment of Critic Liking 
for Pupils 
Director's Judgment of Critic 
Critic MTAI Score Rap] ort with Pupils 
Low Average Hi2:h 
High 2 12 11 
Average 2 12 12 
Low g 11 4 
The Directors of Student Teaching judged 12 critics to 
have low rapport with pupils, 35 to have average rapport, 
and 27 to have high rapport. MTAI scores for 74 critics 
were divided into low, average, and high by arranging the 
scores from highest to lowest and dividing the group as 
closely into thirds as possible. It is interesting to note 
that only two of the critics who Directors judged to have 
low rapport with pupils came out in the highest third on the 
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MTAI scores. On the other hand, 11 of the critics whom 
Directors judged to have high rapport with pupils scored in 
the highest third on the MTAI. Furthermore, out of a total 
of 12 critics whom Directors judged low with respect to 
rapport with pupils, 8 scored in the lowest third on the 
MTAI. A contingency coefficient11 of ~.35 based on a chi 
square of 10.5 was obtained from the data in Table 23. This 
finding is statistically significant at the 5% level of con-
fidence. Therefore, it can be concluded that there is a 
relationship between critics' MTAI scores and Directors' 
judgment of critics' liking for pupils. An inspection of 
the data would lead us to believe that this is a positive 
relationship. 
The question of compatibility of pupil attitudes be-
tween cadets and critics was raised by the author during the 
interviews with Directors of Student Teaching. Earlier in 
the study the author asked each cadet if he desired some day 
to be the same type of critic as his critic had been with 
him. Table 24 findings summarize these two groups of data. 
~erle W. Tate, Statistics in Education. 
cmillan, 1955, pp. 261-64; 479-80. 
New York: 
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Table 24. Director's Judgment of Similarity of Cadet and 
Critic with Respect to Liking for Pupils and 
Cadet's Expressed Desire to be Like or Different 
from His Critic 
Director's Judmment of Similaritv 
Low to Medium Hi.e:h 
Cadet wishes to be 
like critic 27 18 
~--
Cadet wishes to be 
different from critic 47 8 
A chi square of 8.3 indicates that Table 24 findings 
are significant at the 1% level. They seem to mean that 
when a Director of Student Teaching does not think that a 
cadet and his critic share much the same attitudes, it is 
more common for the cadet to wish to be different from his 
critic. When a Director of Student Teaching thinks that a 
cadet and his critic share much the same attitudes, it is 
more common for the cadet to wish to be like his critic. 
A general summary of the preceding tabular study of 
cadet and Director of Student Teaching interviews now 
follows. 
The majority of cadets are conscious of changes in 
attitudes toward pupils as a result of the practice teaching 
experience. Cadets are also able to describe the direction 
of this change. The direction they describe coincides with 
the direction of their shifts on the MTAI. A cadet is more 
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likely to move toward his critic's attitudes if he wishes 
to be like his critic in future years when he himself may 
become a critic teacher. 
Directors of Student Teaching rate critics much as the 
MTAI would rate them. Furthermore, the cadet-critic rela-
tionships which Directors of Student Teaching rate as most 
compatible are those where the cadet most often wishes to 
be like his critic. 
5. A Look at Specific Interviews 
A major finding of this entire study is that attitude 
changes on the part of cadets are not necessarily in the 
directions of their critics. This has been demonstrated by 
numerous statistical analyses. A more intimate look at the 
reasons behind cadet changes in attitudes is now made pos-
sible as a result of the personal interviews carried on with 
each cadet. The general findings of the study are of course 
corroborated by an investigation of individual interviews. 
The following paragraphs provide us the deeper data of a 
one-to-one personal interview situation. 
Initially Paul felt strongly that pupils who failed to 
prepare their lessons daily should be kept after school to 
make this preparation. After the practice teaching expe-
rience he did not feel the same. He said that many children 
do not work within the classroom because they become tired 
and cannot concentrate on extended seatwork. He added that 
114 
his critic teacher did not agree with his point of view. 
Another cadet initially agreed that a teacher should 
not be expected to manage a child if the latter's parents 
are unable to do so. After the practice teaching experience 
she changed her mind because she had worked rather closely 
with a pupil whose mother cared very little about him, but 
whom she discovered she was able to help. This same cadet 
stated that her critic teacher tended to be more strict than 
the cadet chose to be with students. The author asked the 
cadet if the critic's attitude had influenced her in the 
same way. The cadet stated that quite to the contrary, the 
critic teacher could not convince her that strictness just 
for strictness' sake alone was the best way to work effec-
tively with children. 
Another cadet, who worked with a critic teacher who the 
Director of Student Teaching said was not sympathetic with 
children, changed her attitudes toward pupils somewhat as 
follows. Originally she felt that pupils possessed consid-
erable productive imagination, but after practice teaching 
she concluded that many pupils did not have any imagination. 
Before practice teaching she felt there was too much em-
phasis on grading, but after practice teaching she felt it 
was very important for each student to know how he is making 
out. Before practice teaching she did not think there was 
too much leniency in the handling of pupils, but after 
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practice teaching she felt that such was the case in many 
school rooms. Her final comment was, "I have about the same 
attitudes towards pupils as does my critic." Actually the 
cadet scored slightly above her critic on the MTAI before 
practice teaching, and had almost exactly the same score as 
her critic after practice teaching. 
According to the Director of Student Teaching, Carol 
did not get along very well with her critic teacher who was 
rather inflexible in her approach to children. Before prac-
tice teaching, Carol did not think that most pupils try to 
make things easier for the teacher, but after the practice 
teaching experience, she felt that the children went out of 
their way to help her. She added that she would not like 
to be like her critic teacher who needed livening up. 
One girl who said she had her practice teaching expe-
rience in a school filled with unruly students where disci-
pline had to be stressed, first thought that it was not 
necessary for pupils to respect teachers if for no other 
reason than that they were teachers. After practice teaching 
she felt they should. Initially she disagreed that teachers 
should consider problems of conduct more seriously than they 
do, but after practice teaching she felt that effective 
dealing with discipline problems was paramount. This girl 
thought her critic teacher was wonderful because she tried 
to trust each child until she found out that she couldn't. 
Both the cadet and the critic agreed that children can be 
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dangerous. 
Mary felt that children nowadays are allowed too much 
freedom in school, but changed her mind after observing the 
success that the critic teacher had in running a rather per-
missive classroom. The Director of Student Teaching pointed 
out that Mary and her critic shared about the same points of 
view towards children and that indeed the critic was the 
making of Mary because she was able to reinforce and 
strengthen Mary's points of view. Mary stated that if she 
were ever a critic teacher that she would like to be one in 
much the same way as her critic teacher had been. It might 
be added that neither Mary nor her critic was very far 
apart on the MTAI at the start of the practice teaching ex-
perience, and that Mary moved slightly closer to her critic 
after the practice teaching experience. 
Another cadet who frankly admitted that her attitudes 
towards children did not agree at all with those of the 
critic felt that her attitudes had not changed at all during 
the practice teaching experience. Her MTAI scores would bear 
this out in that they remained high and approximately the 
same during both testings. 
Sally said that her practice teaching experience turned 
out very much the way she had expected, and that basically 
her attitudes towards pupils had not changed. It so happens 
that she had one of the highest raw scores on the MTAI at 
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the start of the practice teaching experience, and her score 
rose 16 points at the end of the practice teaching expe-
rience. At this point it became the highest raw score ob-
tained by any student. On the other hand her critic teacher 
had a raw score of minus 15 thereby providing the greatest 
initial and final discrepancy between any pair of cadet and 
critic in the entire study. Sally stated freely that it was 
obvious to her that her critic teacher did not understand 
the pupils or know their interests. Under no circumstances 
did Sally feel that she would conduct herself as a critic 
teacher in much the same way as her critic had done. She 
was willing to teach in the same school, but added certainly 
not under the direction of or in the manner that her critic 
teacher performed. Added to the above study in discrepancy 
between cadet and critic is the report of the Director of 
Student Teaching. She states that Sally and her critic did 
not appear to share the same attitudes towards pupils. 
Perhaps it should be added here that in every case, inter-
views with cadets were carried on in the absence of his own 
or his critic's MTAI scores. Directors of student teaching 
were, of course, not advised of the MTAI scores of any of 
the individuals involved in the study. 
The main theme that the author has attempted to illus-
trate through the descriptions of specific interviews is 
that cadet teachers' attitudes do not automatically move in 
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the direction of their critics. This is of course born out 
in the more elaborate statistical findings of this study, 
yet it appears well to stress here that interview analysis 
also shows that cadets who shared the attitudes of their 
critics seemed to reinforce these attitudes by working with 
the critic; cadets who were dissimilar in their attitudes 
from their critics seemed to reinforce their own attitudes 
rather than alter them in favor of those of their critic. 
Again we can state the major contribution of this study. 
Namely that it appears unfruitful to place a cadet with the 
type of critic we hope the cadet will become. Cadets and 
critics who are far apart in their attitudes to begin with 
tend to remain that way. 
5. Summary of the Chapter 
This chapter has reported the detailed findings and 
analytical procedures of the dissertation. Specific conclu-
sions have been presented at those points where a study of 
the data has suggested them. The next chapter will sum-
marize the entire study and restate in less detail the con-
clusions growing out of the findings reported here. 
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SUMMARY AND CONCLUSIONS 
1. The Purpose of the Study 
The purpose of this study was to investigate the ques-
tion of changes in the attitudes of cadet teachers toward 
pupils during the practice teaching experience. Particular 
attention has been given to the influence of critic teachers 
on changes in the attitudes of cadet teachers. For the 
purposes of this study a cadet teacher is a college student 
majoring in education who is working under the supervision 
of an experienced teacher in a regular classroom filled with 
boys and girls. The experienced teacher is called the 
critic. 
For many years the practice teaching experience has 
held a prominent and highly respected role in the training 
of teachers. The present study has examined rather closely 
attitude changes in cadets which take place during the first 
time that a cadet actually becomes a teacher in a regular 
classroom. The cadet, of course, functions in a classroom 
climate which has been developed by that classroom's regular 
teacher. This regular teacher, or critic, appears to be in 
a key position to influence the cadet. 
-119-
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The following questions were considered; and, within 
the limits of the study, answers have been presented. 
1. Are there changes in cadet teacher attitudes 
towards pupils as a result of the initial 
practice teaching experience? 
2. Are cadet teacher attitudes towards pupils 
influenced by critic teacher attitudes towards 
pupils? What is the effect of varying degrees 
of discrepancy between the attitudes of the 
critic teacher and the cadet teacher? 
J. Are changes (following practice teaching) in 
cadet teacher attitudes towards pupils related 
to differences in certain personality traits 
of the cadet as compared with his critic? 
4. Are changes in cadet teacher attitudes toward 
pupils related to the intensity with which 
cadets initially hold their attitudes and the 
intensity with which their critics hold their 
own attitudes toward pupils? 
5. What do personal interviews with cadets reveal 
with respect to changes in attitudes towards 
pupils &nd the critics' influence on these 
changes? 
6. What do personal interviews with directors of 
student teaching reveal with respect to cadet 
and critic attitudes towards pupils? 
2. Plan of the Study 
It has been the plan of this study to gather data on 
every elementary education major (102) in a publicly sup-
ported teacher training institution in the State of Vermont 
who had his initial practice teaching experience during the 
spring of 1956. Just prior to the cadet's initial practice 
teachin6 experience, the data gathered included findings 
from an inventory of his attitudes towards pupils, an 
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inventory of certain personality factors, and a measure of 
his judgment concerning the expected development of children. 
Immediately following his practice teaching experience the 
inventory of his attitudes towards pupils, and a measure of 
his judgment concerning the expected development of children 
were repeated. In addition, each cadet who completed prac-
tice teaching (100) met in person with the author for an 
informal interview following his practice teaching expe-
rience. 
Each experienced teacher who served as a critic (99) 
to the above mentioned cadets was also asked to provide in-
formation concerning his attitudes towards pupils, certain 
personality factors, and a measure of his judgment con-
cerning the expected development of children. Seventy-three 
critics cooperated including one who served as a critic for 
two cadets; therefore, the number of cadet-critic pairs 
equals seventy-four. Each director of student teaching was 
also interviewed concerning cadet and critic attitudes 
toward pupils, and interpersonal relationships between 
cadets and critics. The data were then organized for 
analysis. 
One of the unique aspects of this study concerns a 
discrepancy hypothesis around which much of the data was 
analyzed. Very briefly, the discrepancy hypothesis assumes 
that direction of cadet attitude change is dependent upon 
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initial degree of difference between his attitudes and those 
of his critic. Because cadet-critic pairs were not all 
alike in their initial degrees of difference, no one type 
or direction of change in attitude toward pupils would be 
expected for all cadets. Findings with respect to this 
hypothesis are presented in detail in Chapter IV and are 
summarized along with other findings in a later section of 
this chapter. 
Greater detail concerning the gathering, organizing, 
and analysis of all data is found in Chapters III and IV. 
3. Limitations of the Study 
This has not been a study to evaluate what is good and 
what is bad in even one aspect of the practice teaching ex-
perience. It has been concerned with changes in attitudes 
of the cadet teacher during his practice teaching experience, 
but it has set up no criteria which assumes that one direc-
tion of change is better than another. The study has been 
limited to an investigation of the very possibility of 
attitude changes, and also into some causes of discovered 
changes. Particular effiphasis has been given to attitude 
changes as they seemed to stem from the nature of the cadet-
critic relationship. 
Within the setting of this study the total population 
concerned was included. Nevertheless, all data were 
gathered from either cadets, critics, or directors of 
123 
student teachers within the State of Vermont and none of 
the findings presented here can arbitrarily be applied to 
any other setting, It is however, the observation of the 
author that the practice teaching experience as carried out 
in the State of Vermont is quite similar to the experience 
as it exists in many other sections of the country, 
4, Findings of the Study 
Within the limits of the study, findings can be sum-
marized as follows: 
1. Cadet teachers as individuals clearly do change 
their attitudes towards pupils following an 
initial practice teaching experience. Some 
cadets change as much as 50 raw score points on 
the MTAI, and 67 of the 100 cadets expressed 
the feeling during a personal interview that 
their attitudes had changed. The direction of 
change in attitudes towards pupils varied from 
individual to individual. Taken as a total 
group there is no statistically significant 
change in cadet attitudes toward pupils fol-
lowing the practice teaching experience. (In 
view of the wide range of initial differences 
among cadets and their critics, these findings 
appear consistent with the hypothesis which 
would predict direction of change to be re-
lated to the degree of initial difference.) 
2. Critic teachers' attitudes towards pupils do 
not necessarily influence cadet teachers' 
attitudes towards pupils in the same direction. 
In case after case a cadet who entered the 
student teaching experience with MTAI atti-
tudes markedly different from his critic 
finished the student teaching experience with 
attitudes markedly different from his critic. 
3. There is some evidence that when a cadet pos-
sesses a higher degree of general activity, 
masculinity, or self-confidence than his critic, 
he is less likely to adopt the MTAI attitudes of 
his critic. 
4. 
6. 
7. 
8. 
9. 
There is no evidence that intensity of critic 
opinion is a factor in influencing cadet 
changes in attitudes towards pupils. 
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Personal interviews with cadets disclose that 
the cadet's judgment with respect to the direc-
tion of his change in attitudes towards pupils 
corresponds significantly with the direction 
of his change on the MTAI. 
When the cadet expresses positive identifica-
tion with his critic, MTAI shifts toward the 
critic are more likely. This fact is brought 
out when shifts in MTAI scores are compared 
with cadet responses to the interview ques-
tion, "When you become a critic would you 
like to be the same type of critic that your 
critic was?" 
Personal interviews with cadets reveal that 
their most characteristic reasons for 
changing their specific opinions towards 
pupils are based on actual experiences 
which they can recall with pupils. No 
doubt the climate of the classroom which 
permits these experiences is influenced 
by the critic teacher, but it is inter-
esting to report that attitude changes on 
the part of cadets are frequently contrary 
to the point of view of the critic. Cadet 
teacher attitudes do not automatically 
move in the direction of their critics, 
but the typical cadet is much more likely 
to report a change in the direction of 
his critic if his attitudes are quite com-
patible with his critic at the start of 
the practice teaching experience. 
Critic MTAI scores, whether positive or 
negative, are substantiated by Directors of 
Student Teaching in their independent rating 
of a critic's liking for pupils. 
There is a positive relationship between a 
cadet's desire to be like his critic and 
their similarity of attitudes towards 
children as rated by Directors of Student 
Teaching. 
10. In summary, then, there is no statistically 
significant common direction of change !or 
all cadets taken as a whole. The direction 
o£ change !or a given cadet is more likely 
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to be toward the critic when he and the critic 
have much in common. It is very character-
istic for cadets who initially differ widely 
!rom their critics to continue to do so after 
the practice teaching experience. It so 
happens that some cadets are so far away from 
their critics in the first place that they 
cannot move further away, and it so happens 
that some cadets are so similar to their 
critics in the first place that they cannot 
get any closer. These !acts have probably 
increased the difficulty of getting statis-
tically significant findings in regard to 
the discrepancy hypothesis. The essence of 
it still remains, and this thesis contains 
much to suggest that i£ cadets are placed 
with critics o£ widely different attitudes 
toward pupils, the cadets are most likely 
to complete the practice teaching expe-
rience with about the same degree o£ widely 
differing attitudes. 
5. Implications for Further Research 
Inasmuch as this has not been a study designed to eval-
uate the worth of any particular changes in attitudes of the 
cadet during the practice teaching experience, it would seem 
out of order to present here a set of implications to guide 
the reader to encourage change in any particular direction. 
Nevertheless, !or any given reader, the findings of the 
study may suggest implications of use to him. For example, 
a high score on the MTAI is characteristic of teachers who 
get along well with pupils in interpersonal relations. I£ 
the reader agrees with the authors of the MTAI that the 
quality o£ pupil-teacher classroom relationships is a key 
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to success as a teacher, the reader will be interested to 
note that cadets who start off with a high score on the MTAI 
are likely to maintain it even under the supervision of a 
critic who does not share a high score. Furthermore, a low-
scoring cadet does not seem to catch the attitudes of a 
high-scoring critic merely by doing his practice teaching 
under her direction. 
There is some reason to believe that when a critic is 
held in high esteem by the cadet, the cadet is more likely 
to change his attitudes toward pupils in the direction of 
the critic even though the difference between his initial 
attitudes and those of his critic may be greater than would 
commonly suggest this possibility in terms of the discrep-
ancy hypothesis. For example, cadets who wished to behave 
as future critic teachers much as their critic teachers had 
behaved with them were more likely to change their attitudes 
in the direction of their critic teachers than those cadets 
who did not wish to be like their critics in the future. 
This would suggest that where the critic was highly respected, 
the gap between the attitudes might need to be greater before 
there would be a tendency for the cadet to resistthe in-
fluence of the critic. Further research is in order that 
will investigate more fully the influence of highly respected 
critics on the operation of the discrepancy hypothesis. 
The author would like to have someone follow up his 
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study by investigating changes in the attitudes of his same 
cadet group after they have become well-established class-
room teachers on their own. There is some evidence in the 
literature to suggest that the length of teaching experience 
in the absence of training does not change attitudes towards 
pupils. There is also some evidence to suggest that addi-
tional professional training concurrent with or even in the 
absence of experience does change attitudes towards pupils 
in a positive direction. 
It also occurs to this author that interview findings 
might well have been more systematically investigated in 
terms of the initial discrepancy between the cadet and his 
critic. For example, cadets might have been divided into 
three groups: those who initially differed from their 
critics only slightly in attitudes toward pupils; those who 
differed moderately from their critics; and those who 
differed markedly from their critics. Comparisons might 
then be made with respect to the cadet's expressed opinion 
concerning his change in attitudes either in the direction 
of the critic or contrary to the critic. 
Some readers may feel that too much emphasis has been 
placed in this study on the potential influence of the 
critic on the cadet's attitudes toward pupils. It may be 
felt that the total classroom experience including the actions 
of the pupils in it is especially important in terms of the 
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cadet's future attitudes. The present author would welcome 
a study based on the effect of various classroom environ-
mental experiences on changes in the attitudes of cadets. 
He suspects, however, that the environmental climate in any 
classroom is highly influenced by the critic teacher who is 
responsible for that classroom long before the cadet gets 
there. This is not to say that experiences which a cadet 
teacher has with youngsters are not significant. It is only 
to say that these experiences may well be influenced by the 
type of relationship which has grown up over a more extended 
period of time between the regular teacher and her pupils. 
There are many evidences within the limits of this study 
that direction of attitude change is related to the gap be-
tween the attitude held by the potential learner and the 
attitude held by those who influence whatever change may 
take place. Yet if the discrepancy hypothesis operated 
fully up to expectation, those cadets with the greatest 
amount of initial attitude difference between them and their 
critics would be most likely to increase the gap as a result 
of working with their critics. The author believes that the 
chief reason why this expectation could not be fully estab-
lished is related to a saturation point as far as the extreme 
of a given attitude is concerned. For example, if one per-
son is violently opposed to an action, and another person is 
fanatically dedicated to uphold that action, there is little 
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room for either one of the individuals to strengthen his own 
attitude even though there is also little chance that he 
will embrace the opposite attitude. This concept should be 
taken into account in any further research with the discreP-
ancy hypothesis. 
This entire study adds one more demonstration to the 
uniqueness of individuals and to the problem of formulating 
testable psychological hypotheses to meet the reality of 
individual differences. The author would most enthusias-
tically like to have someone refine the discrepancy hypothesis 
to allow for the prestige status of the attitude influencer, 
and to allow for changes at the extreme ends of the scale 
where the hypothesis carried to its ultimate conclusions 
seems to break down. The plea here is not necessarily for 
further refinement of the discrepancy hypothesis as it 
applies to cadet-critic relationships. The author feels the 
hypothesis has much to offer in many fields of interpersonal 
relationships. It somehow captures the spirit of individual 
differences and at least suggests guide lines for scientific 
exploration into this fascinating field. It is with great 
expectations for the work of others in the future that this 
present study now comes to a close. 
APPENDICES 
APPENDIX A 
Figure One: Cadet and Critic MTAI Scores Indicating 
Direction and Degree of Cadet Shift in Score During 
the Practice Teaching Experience 
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University of Minnesota 
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DIRECTIONS 
This inventory consists of 150 statements designed to sample opinions 
about teacher-pupil relations. There is considerable disagreement as to what 
these relations should be; therefore, there are no right or wrong answers. 
What is wanted is your own individual feeling about the statements. Read 
each statement and decide how YOU feel about it. Then mark your answer 
on the space provided on the answer sheet. Do not make any marks on 
this booklet. 
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10u strongly agree, blacken space under "SA"" ..................................................... . I .. 
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SA A 
:: 
.. :: 10u disagree, blacken space under "D"" ................................................................... . 
SA A 
10u strongly disagree, blacken space under "SO" .................................................. . .. .. 
Think in terms of the general situation rather than specific ones. There 
is no time limit, but work as rapidly as you can. PLEASE RESPOND 
TO EVERY ITEM. 
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32 !! .. 
SA A u s 
33 
SA A u D SO 
34 
SA A u 0 so 
35 ' 
SA A u 0 so 
36 
SA A u 0 so 
37 
SA A u 0 so 
A u 0 so 
39 
SA A u 0 so 
40' 
SA A U 0 SO 
41 
SA A U 0 SO 
42 
SA A U 0 SO 
43 
SA A U D SO 
44 
SA A U D SO 
45' 
SA A U 0 SO 
46' 
SA A U 0 SO 
47 ! 
SA A U 0 SO 
SA A U 0 SO 
SA A U D SO 
SA A U D SO 
51 
SA A U 0 SO 
52' 
SA A U 0 SO 
0 so 
54 
SA 0 so 
55' 
SA 0 so 
56 
SA 0 so 
57 
SA 0 so 
58 
SA 0 s 
59 
SA s 
60 
SA A U 
61 
SA A U 
62 
SA 
63' 
SA 
64 
SA 
65 
SA 
66 
SA 
67 
SA 
68 
SA 
69 
SA 
70' 
A u 
A u 
A u 
A u 
A u 
A u 
A u 
A u 
0 so 
0 so 
0 so 
0 so 
SA A U D SO 
71 .. 
SA A U 0 SO 
SA A U 0 SO 
73 '! .. 
SA A U D SO 
74 
SA A U 0 SO 
75 
SA A U so 
76 ' 
SA A U so 
77 
SA A U so 
78 
SA A U so 
79 ' 
SA A U so 
80 
SA A U so 
81 ~ 
SA A U so 
82 
SA A U so 
83' 
SA U D SO u 0 so 
91 121 
SA U 0 SO SA A U D SO 
122 ~' 92' 
SA u 0 SO SA A u 0 so 
93' 123 !~ 
SA A u 0 SO SA A u 0 so 
94 124 '! 
SA A u 0 SO SA A u 0 so 
95:: 125 ·~ 
SA A u 0 SO SA A u 0 so 
126 ,, 
SA A u 0 SO SA A u 0 s 
97 127 ,, 
SA A u 0 SO SA A u 0 s 
98' 128 :~ 
SA A u 0 SO SA A u 0 s 
99 129 ' 
SA A u 0 SO SA A u 0 s 
100 ' 130 ·~ 
SA A U 0 SO SA A U 0 S 
101 ~: 131 ~ 
SA A U 0 SO SA A U 0 S 
102 :~ 132 ~ 
SA A U 0 SO SA A U 0 S 
103 H 133 ~ 
SA A U D SO SA A U 0 S 
104 :~ 134 
SA A U 0 SO SA A U D S 
105 !' 135 ~' 
SA A U 0 SO SA A U 0 S 
106 '~ 136 ~~ 
SA A U 0 SO SA A U 0 
107 ' 137 '! 
SA A U D SO SA A U 0 
108 :~ 138 ·~ 
SA A U D SO SA A U 0 
109 !' 139 !~ 
SA u so SA A U 0 
110' 140 ! 
SA u so SA A U 0 
111 141 ! 
SA u so SA A U 0 
112 142 ~ 
SA u s SA A U 0 
143 !~ 
SA A u SO SA u s SA A u 0 
84 114 144 .! 
SA A u SO SA u s SA A u 0 
85 115 145 ~ 
SA A u so SA u s SA A u 0 
86 116 !' 146 ~! 
SA A u so SA u s SA A u 0 
87 117 147 ! 
SA A u SA u s SA A u 0 
88' 118 148 ·: 
SA A u SA u s SA A u 0 
89 119 '~ 149 ! 
SA A u SA u SA A u D 
90' 120 !! 150 ! 
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SA-Strongly agree 
A-Agree 
U-Undecided 
or uncertain 
D-Disagree 
SD-Strongly disagree 
Most children are obedient. 
Pupils who "act smart" probably have too 
high an opinion of themselves. 
Minor disciplinary situations should sometimes 
be turned into jokes. 
Shyness is preferable to boldness. 
Teaching never gets monotonous. 
Most pupils don't appreciate what a teacher 
does for them. 
If the teacher laughs with the pupils in amus-
ing classroom situations, the class tends to get 
out of control. 
A child's companionships can be too carefully 
supervised. 
A child should be encouraged to keep his likes 
and dislikes to himself. 
It sometimes does a child good to be criticized 
in the presence of other pupils. 
Unquestioning obedience in a child is not 
desirable. 
Pupils should be required to do more studying 
at home. 
The first lesson a child needs to learn is to 
obey the teacher without hesitation. 
Young people are difficult to understand these 
days. 
There is too great an emphasis upon "keeping 
order" in the classroom. 
18. A pupil's failure is seldom the fault of the 
teacher. 
17. There are times when a teacher cannot be 
blamed for losing patience with a pupil. 
18. A teacher should never discuss sex problems 
with the pupils. 
19. Pupils have it too easy in the modern school. 
20. A teacher should not be expected to burden 
himself with a pupil's problems. 
21. Pupils expect too much help from the teacher 
in getting their lessons. 
22. A teacher should not be expected to sacrifice 
an evening of recreation in order to visit a 
child's home. 
23. Most pupils do not make an adequate effort 
to prepare their lessons. 
24. Too many children nowadays are allowed to 
have their own way. 
25. Children's wants are just as important as those 
of an adult. 
28. The teacher is usually to blame when pupils 
fail to follow directions. 
27. A child should be taught to obey an adult 
without question. 
28. The boastful child is usually over-confident of 
his ability. 
29. Children have a natural tendency to be unruly. 
30. A teacher cannot place much faith in the state-
ments of pupils. 
GO ON TO THE NEXT PAGE 
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SA-Strongly agree 
A-Agree 
U-Undecided 
or uncertain 
D-Disagree 
SD-Strongly disagree. 
31. Some children ask too many questions. 
32. A pupil should not be required to stand when 
reciting. 
33. The teacher should not be expected to man-
age a child if the latter's parents are unable 
to do so. 
34. A teacher should never acknowledge his ig-
norance of a topic in the presence of his pupils. 
35. Discipline in the modern school is not as strict 
as it should be. 
36. Most pupils lack productive imagination. 
37. Standards of work should vary with the pupil. 
38. The majority of children take their responsi-
bilities seriously. 
39. To maintain good discipline in the classroom 
a teacher needs to be "hard-boiled." 
40. Success is more motivating than failure. 
41. Imaginative tales demand the same punish-
ment as lying. 
42. Every pupil in the sixth grade should have 
sixth grade reading ability. 
43. A good motivating device is the critical com-
parison of a pupil's work with that of other 
pupils. 
44. It is better for a child to be bashful than to be 
"boy or girl crazy." 
45. Course grades should never 
punishment. 
be'\ lowered as 
' ' 
46. More "old-fashioned whippings" are nee 
today. 
47. The child must learn that "teacher knows be 
46. Increased freedom in the classroom ere• 
confusion. 
49. A teacher should not be expected to be SJ 
pathetic toward truants. 
50. Teachers should exercise more authority o 
their pupils than they do. 
51. Discipline problems are the teacher's grea1 
worry. 
52. The low achiever probably is not working h 
enough and applying himself. 
53. There is too much emphasis on grading. 
54. Most children lack common courtesy tow 
adults. 
55. Aggressive children are the greatest preble: 
56. At times it is necessary that the whole cl 
suffer when the teacher is unable to idenl 
the culprit. 
57. Many teachers are not severe enough in tt 
dealings with pupils. 
58. Children "should be seen and not heard." 
59. A teacher should always have at least a l 
failures. 
80. It is easier to correct discipline problems t1 
it is to prevent them. 
GO ON TO THE NEXT PAl 
SA-Strongly agree 
A-Agree 
U-Undecided 
or uncertain 
D-Disagree 138 
SD-Strongly disagree 
Children are usually too sociable in the class-
room. 
Most pupils are resourceful when left on 
their own. 
Too much nonsense goes on in many class-
rooms these days. 
The school is often to blame in cases of truancy. 
. Children are too carefree. 
Pupils who fail to prepare their lessons daily 
should be kept after school to make this prep-
aration. 
Pupils who are foreigners usually make the 
teacher's task more unpleasant. 
, Most children would like to use good English. 
Assigning additional school work is often an 
effective means of punishment. 
Dishonesty as found in cheating is probably 
one of the most serious of moral offenses. 
Children should be allowed more freedom in 
their execution of learning activities. 
Pupils must learn to respect teachers if for no 
other reason than that they are teachers. 
Children need not always understand the rea-
sons for social conduct. 
Pupils usually are not qualified to select their 
own topics for themes and reports. 
No child should rebel against authority. 
78. There is too much leniency today in the hand-
ling of children. 
77. Difficult disciplinary problems are seldom the 
fault of the teacher. 
78. The whims and impulsive desires of children 
are usually worthy of attention. 
79. Children usually have a hard time following 
instructions. 
80. Children nowadays are allowed too much free-
dom in school. 
81. All children should start to read by the age 
of seven. 
82. Universal promotion of pupils lowers achieve-
ment standards. 
83. Children are unable to reason adequately. 
84. A teacher should not tolerate use of slang 
expressions by his pupils. 
85. The child who misbehaves should be made to 
feel guilty and ashamed of himself. 
88. If a child wants to speak or to leave his seat 
during the class period, he should always get 
permission from the teacher. 
87. Pupils should not respect teachers anymore 
than any other adults. 
88. Throwing of chalk and erasers should always 
demand severe punishment. 
89. Teachers who are liked best probably have a 
better understanding of their pupils. 
90. Most pupils try to make things easier for the 
teacher. 
GO ON TO THE NEXT PAGE 
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SA-Strongly agree 
A-Agree 
U-Undecided 
or uncertain 
D-Disagree 
SD-Strongly disagree 
} 
91. Most teachers do not give sufficient explana-
tion)n their teaching. 
92. There are too many activities lacking in acad-
emic respectability that are being introduced 
into the curriculum of the modern school. 
93. Children should be given more freedom in the 
classroom than they usually get. 
94. Most pupils are unnecessarily thoughtless rel-
ative to the teacher's wishes. 
95. Children should not expect talking privileges 
when adults wish to speak. 
98. Pupils are usually slow to "catch on" to new 
material. 
97. Teachers are responsible for knowing the 
home conditions of every one of their pupils. 
98. Pupils can be very bori'\g at times. 
99. Children have no business asking questions 
about sex. 
100. Children must be told exactly what to do and 
how to do it. 
101. Most pupils are considerate of their teachers. 
102. Whispering should not be tolerated. 
103. Shy pupils especially should be required to 
stand when reciting. 
104. Teachers should consider probleml! of con-
duct more seriously than they dO. ·. 
101. A teacher should dlever leave the class to its 
own management. 
108. A teacher should not be expected to do me 
work than he is paid for. 
107. There is nothing that can be more irritati 
than some pupils. 
108. "Lack of application" is probably one of t 
most frequent causes for failure. 
109. Young people nowadays are too frivolous. 
110. As a rule teachers are too lenient with th 
pupils. 
111. Slow pupils certainly try one's patience. 
112. Grading is of value because of the competiti 
element. 
113. Pupils like to annoy the teacher. 
114. Children usually will not think for themselv 
115. Classroom rules and regulations must be cc 
sidered inviolable. 
118. Most pupils have too easy a time of it and 
not learn to do real work. 
117. Children are so likeable that their shortco 
ings can usually be overlooked. 
118. A pupil found writing obscene notes shm 
be severely punished. 
119. A teacher seldom finds children really enjc 
able. 
120. There is usually one best way to do schc 
work which all pupils should follow. 
GO ON TO THE NEXT PAC 
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SA-Strongly agree 
A-Agree 
U-Undecided 
or uncertain 
D-Disagree 
SD-Strongly disagree 
1. It isn't practicable to base school work upon 
children's interests. 
2. It is difficult to understand why some chil-
dren want to come to school so early in the 
morning before opening time. 
a. Children that cannot meet the school stand-
ards should be dropped. 
l. Children are usually too inquisitive. 
o. It is sometimes necessary to break promises 
made to children. 
9. Children today are given too much freedom. 
7. One should be able to get along with almost 
any child. 
S. Children are not mature enough to make their 
own decisions. 
~. A child who bites his nails needs to be shamed. 
), Children will think for themselves if permit-
ted. 
l. There is no excuse for the extreme sensitivity 
of some children. 
t Children just cannot be trusted. 
!. Children should be given reasons for the re-
strictions placed upon them. 
l. Most pupils are not interested in learning. 
5. It is usually the uninteresting and difficult 
subjects that will do the pupil the most good. 
136. A pupil should always be fully aware of what 
is expected of him. 
137. There is too much intermingling of the sexes 
in extra-curricular activities. 
138. The child who stutters should be given the 
opportunity to recite oftener. 
139. The teacher should disregard the complaints 
of the child who constantly talks about imag-
inary illnesses. 
140. Teachers probably over-emphasize the ser-
iousness of such pupil behavior as the writing 
of obscene notes. 
141. Teachers should not expect pupils to like 
them. 
142. Children act more civilized than do many 
adults. 
143. Aggressive children require the most atten-
tion. 
144. Teachers can be in the wrong as well as 
pupils. 
146. Young people today are just as good as those 
of the past generation. 
146. Keeping discipline is not the problem that 
many teachers claim it to be. 
147. A pupil has the right to disagree openly with 
his teachers. 
146. Most pupil misbehavior is done to annoy the 
teacher. 
146. One should not expect pupils to enjoy school. 
1&0. In pupil appraisal effort should not be dis-
tinguished from scholarship. 
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I. Introduction 
Investigations carried on by the authors over the past 
~n years indicate that the attitudes of teachers toward 
hildren and school work can be measured with high 
'liability, and that they are significantly correlated with 
1e teacher-pupil relations found in the teachers' class-
)oms. The Minnesota Teacher Attitude Inventory has 
merged from these researches. It is designed to measure 
1ose attitudes of a teacher which predict how well he 
,rill get along with pupils in interpersonal relationships, 
nd indirectly how well satisfied he will be with teaching 
s a vocation. The most direct use to which the MT AI 
an be put is in the selection of students for teacher 
preparation and the selection of teachers for teaching 
positions. A parallel use is in counseling students about 
a vocational choice. These two uses stem directly from 
research evidence available at present. Logically, the 
use of the Inventory may possibly be extended to other 
areas, such as measuring the effectiveness of a teacher-
education program or measuring the ability to work.~ 
with youth groups (Boy Scouts, Girl Scouts, etc.). 
Caution should be exercised, however, in using the 
I nuentory for purposes for which evidence of validity 
is not yet available. 
II. Rationale of the Inventory 
In building an attitude scale which, when applied to 
teacher, will predict the type of teacher-pupil relations 
.e will maintain in the classroom, it is first necessary to 
efine the extremes of the scale. What are the char-
cteristics of desirable teacher-pupil relations? What are 
b.e characteristics of undesirable teacher-pupil relations? 
A. Characteristics of Teachers 
It is assumed that a teacher ranking at the high end 
f the scale should be able to maintain a state of har-
lonious relations with his pupils characterized by mutual 
ffection and sympathetic understanding. The pupils 
hould like the teacher and en joy school work. The 
eacher should like the children and enjoy teaching. 
;ituations requiring disciplinary action should rarely 
ccur. The teacher and pupils should work together in 
. social atmosphere of cooperative endeavor, of intense 
nterest in the work of the day, and with a feeling of 
ecurity growing from a permissive atmosphere of free-
lorn to think, act and speak one's mind with mutual 
espect for the feelings, rights and abilities of others. 
nadequacies and shortcomings in both teacher and 
'upils should be admitted frankly as something to be 
tvercome, not ridi~uled. Abilities and strengths should 
te recognized and used to the utmost for the benefit 
1f the group. A sense of proportion involving humor, 
ustice and honesty is essential. Group solidarity result-
ng from common goals, common understandings, com-
3 
man efforts, common difficulties, and common achieve-
ments should characterize the class. 
At the other extreme of the scale is the teacher who 
attempts to dominate the classroom. He may be success-
ful and rule with an iron hand, creating an atmosphere 
of tension, fear and submission; or he may be unsuccess-
ful and become nervous, fearful and distraught in a 
classroom characterized by frustration, restlessness, in-
attention, lack of respect, and numerous disciplinary 
problems. In either case both teacher and pupils dislike 
school work; there is a feeling of mutual distrust and 
hostility. Both teacher and pupils attempt to hide their 
inadequacies from each other .. Ridicule, sarcasm and 
sharp-tempered remarks are common. The teacher tends 
to think in terms of his status, the correctness of the 
position he takes on classroom matters, and the subject 
matter to be covered rather than in terms of what the 
pupil needs, feels, knows, and can do. 
1. Attitudes are the key 
It would be an oversimplification of the problem to 
assume that the differences between teachers at the two 
ends of the scale can be completely explained in terms 
of attitudes toward children, toward teaching, toward 
the school, toward subject matter, etc. Certainly the 
differences are the result of numerous factors, including 
academic and social intelligence, general knowledge and 
abilities, social skills, personality traits, energy, values, 
and teaching techniques. However, it can be assumed 
that the attitudes of a teacher are the result of the inter-
action of this multitude of factors and, the ore, that 
attitudes afford a key to the prediction of M type of 
social atmosphere a teacher will maintain in classroom. 
The development of a persistent ego-invol ed'. attitude 
is a complex process which we shall not att mpt to dis-
cuss here, but the difference between an attit de acquired 
in an academic situation and one acquire in' dealing 
with the events of life as they occur shoul he recog-
nized. For example, a student in profession I education 
courses may learn to say that he strongly grees with 
such statements as the following: "Most hildren are 
obedient"; "One should be able to get long with 
almost any child." If in actual teaching, h wever, the 
teacher's complex of abilities is such that e is unable 
to maintain a classroom atmosphere in hich these 
statements are true, he will develop a strong e o-involved 
contrary attitude. Professors of education ay then be 
labeled by him as mere theorists, unacqu inted with 
practical realities. 
Such considerations lend support to the t sis that the 
attitudes of a teacher are the key to the roblem of 
predicting the type of classroom atmospher he will be 
able to maintain. They also serve to warn t ose. respon-
sible for teacher education that the mere in ulcation of 
attitudes which are found to characteri e superior 
teachers will not necessarily result in supe r teacher-
pupil relations. Nevertheless, it can be hope that some 
improvement will result when a teacher g ins· under-
standing of the adjustment mechanisms res onsible for 
undesirable teacher attitudes. 
2. The inferior teacher 
Items in the Inventory discriminate sh 
teachers who have and those who do not 
rapport with pupils; examination of these ite 
that inferior teachers are essentially insec re Socially. 
This may be caused by innumerable facto : general 
appearance, failure in heterosexual adjustmeOt, low 
social status of family (a high pooportion 'of tleachers 
are from the upper-lower and lower-middle classes), fail-
ure to be accepted socially in high school, etc. The fail-
ure of a teacher to gain security in social relations before 
entering teaching militates against the gaining of security 
through social responses of pupils during teaching. The 
needs of the inferior teacher for social acceptance are 
not met through social relations with pupils. Security 
is therefore. sought in other ways. 1 
1. Frustration in social relations usually brings aggression in 
the form of general hostility toward people and, in the teacher, 
especially toward children. The teacher truly believes that most 
children are disobedient, do not appreciate what is done for 
them and cannot be trusted, and that modern parents do not 
1 This description of the adjustment mechanisms responsible 
for undesirable teacher attitudes was influenced by T. W. 
Adorno, Else Frenkel-Brunswik, Daniel J. Levinson, and 
R. Nevitt Sanford: The Authoritarian Personality. New York: 
Harper & Bros., 1950. Chapter 7. 
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teach children to behave. He believes that things are constant 
"going on" in his classroom that are bad. He cautions himsE 
to "watch out," "be alert," to not let the pupils "get awa; 
with anything. He cannot trust people or have confidence in thet 
2. The socially insecure teacher frequently seeks securi 
through virtue. He adheres rigidly to conventional, middl 
class standards. There is a tendency to be on the lookout f, 
and to condemn, reject and punish anyone who violates co 
ventional rules. All misbehavior is serious, to be dealt wi 
severely, never to be passed off as a joke. There is little sen 
of humor, only a sense of justice perverted by general hostili 
toward people. There is a disposition to think in rigid, "all ' 
none," "black or white" categories. ("Children should be se1 
and not heard" ; "Children are too carefree.") There is also : 
exaggerated concern with sex. ("Children have no business as 
i1;1g questions about sex"; "It is better for a child to be bash£ 
than to be 'boy or girl crazy.' ") He also tends to believe th 
he is always and unquestionably "in the right.'' ("The chi 
must learn that 'teacher knows best.'") He has a tendency 
be opposed to the unusual, the different, the imaginative, tl 
creative, and the innovation. ("Children nowadays are allow1 
too much freedom in school"; "The whims and impulsi' 
desires of children are not worthy of attention.'') 
3. The socially insecure teacher frequently seeks security throu1 
position, authority, degrees, diplomas, and certificates. He ten 
to emphasize the dominance-submission, strong-weak, leadc 
follower dimension in his thinking. He frequently has a subm 
sive, uncritical attitude toward authorities over him and a d01 
inating, overbearing attitude toward subordinates. ("No chi 
should rebel against authority"; "Aggressive children require tl 
most attention.'') He is likely to make exaggerated assertio 
of strength and toughness. ("To maintain good discipline 
the classroom a teacher needs to be 'hardboiled.' ") 
4. The socially insecure teacher frequently seeks securi 
through knowledge of subject matter. He is likely to assert th 
if one knows his subject little else matters in teaching. (' 
teacher should never acknowledge his ignorance of a topic 
the presence of his pupils.") 
B. Precautions in Use of the Inventory 
Since scores on the Inventory reflect at least to son 
extent the educational philosophy of the authors, tl 
potential user should determine whether his own philc 
ophy of education corresponds with that reflected I 
the Inventory before he uses it for purposes of selectio 
It is possible that an administrator who scored low on tl 
Inventory (i.e., whose philosophy is at variance with th 
reflected by the Inventory) might find that teachers wl 
scored high would be out of place in his school syste1 
Information available to date indicates that attitud 
of adults are rather resistant to change. This seems 
hold true for the attitudes measured by the Invent01 
It should be remembered that teacher-pupil attitud 
are simply indicators of the teacher's classroom behavi 
and that the mere inculcation of better attitudes by i 
struction may not produce any change in behavior. 
As yet we have no information on how appropria 
the Inventory would be for use with high school senic 
who plan to enter teaching. It is probable, however, th 
the Inventory will be found to have value irr determi 
ing whether a high school pupil has the attitudes towa 
children necessary for working effectively with them. 
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A. The Test Materials 
The 150 attitude statements which constitute Form A 
f the MT AI are printed in an eight page reusable book-
~t. The subject records his answers on an IBM answer 
1eet. This arrangement permits both hand scoring and 
1achine scoring. If machine scoring is used, special IBM 
ectrographic pencils are necessary; if hand scoring, 
soft lead pencil is most satisfactory. 
B. Administration 
General information 
In order to administer the Inventory properly, the 
mminer must be thoroughly familiar with the direc-
ons for answering the Inventory and also with the 
ature of the items. It is suggested that he familiarize 
imself with the test by taking it before giving it. 
Seating arrangement in the examination room should 
e planned in advance so as to discourage any discussion 
r comparison of answers. 
The Minnesota Teacher Attitude Inventory is practi~ 
:tlly self~administering. The subject reads the directions 
n the front page of the booklet and then proceeds to 
nswer each of the 150 items. There is no time limit, 
ut the subject is to be encouraged to work rapidly and 
tdicate his first impressions rather than to deliberate 
ver any one item very long. It usually takes from 20 
) 30 minutes to complete the Inventory. 
One important caution must be given. Due to possible 
mbiguity and the general nature of some of the items, 
tere may be varying interpretations. This leads sub-
~cts to ask the examiner to explain the meaning of 
:uious items. The examiner should never do this, but 
wuld simply say that the subject's interpretation of 
1e items is an important factor in the Inventory and 
1at he should therefore answer the items according to 
is own understanding of them. The subject may be 
:rr: _nded to make his response according to the most 
:!nerally occurring situations rather than to a specific 
r unusual situation. 
Standard procedure 
Distribute a booklet, an answer sheet and a pencil to 
:tch subject. After all subjects have received the proper 
:st materials, say: "Read the instructions on the front 
age of the booklet, but do not turn the page until you 
re told to do so." 
Allow time for all to read the instructions. Answer 
:1y appropriate questions. Then say: "Remember you 
re to m~ke no marks on the booklet; mark your 
nswers on the answer sheet. If you decide to change an 
tlswer, be sure to erase completely the answer you wish 
5 
to change. Do not ask the examiner to interpret an 
item for you. If an item appears ambiguous to you, 
answer it according to your best interpretation of it. 
First, write your name on your answer sheet. (The ex-
aminer should announce any other identifying data he 
desires.) Then answer each item of the Inventory.'' 
The examiner should announce a procedure for re-
turning the test materials when the subject finishes-
either all should remain seated until everyone is finished, 
or each should bring the material when finished to the 
desk or door without disturbing others. Then say: "You 
may begin the test." ."' 
C. Scoring 
Before scoring, each answer sheet should be inspected 
to make certain that the response marks are heavy 
enough to be seen clearly if scored by hand, or to be 
picked up by the IBM machine if machine scoring is 
used. Inspection should also indicate items for which 
more than one response has been marked; such items 
should not be scored. 
There are no "right" or "wrong" answers with the 
MT AI. There are, rather, agreement or disagreement 
with specific attitude statements. In order to avoid a 
change in the accepted terminology, however, the scor-
ing keys have been given the commonly used "rights" 
and "wrongs" labels; no implication of correctness or 
incorrectness of answers is intended. 
The possible range of scores on the MT AI is from 
plus 150 to minus 150. Each response scored "right" 
has a value of plus one, and each response scored 
"wrong" has a value of minus one. 
1. Hand scoring 
Three steps are necessary in hand scoring: 
1. Place the "rights" key over the answer sheet and 
count the number of marks appearing through the 
holes in the key. Record this value on the top scoring 
line on the answer sheet. 
2. Place the "wrongs" key over the answer sheet and 
count the number of marks appearing through the holes 
in the key. Record this value on the second scoring line 
on the answer sheet. 
3. Subtract the "wrongs" score from the "rights" 
score to obtain the attitude score. 
Once the attitude score has been obtained, it miy be 
compared with the appropriate norm group (see pages 
8 and 9) to get its equivalent percentile rank. 
2. Machine scoring 
Two keys are used in machine scoring, the "rights" 
key and the "elimination" key. When these keys have 
been properly placed in the machine, the attitude score 
may be read directly from the meter. Set f~' Master 
Control Switch at A, and the "A" formula swi h.!a. t R·W. 
Because the range of scores on the MT AI · from plus 
150 to minus 150, the scorer should watc for three 
things when scoring an answer sheet: ) ~ 
I. If the meter reads more than 100, ~eptess the 
"over-100" key. The score is then 100 pluS the meter 
reading, and is positive. 
2. If the meter reads less than 0, depress the "nega-
tive score" key. The score is then the meter reading, 
but is negative. , , 
3. If, when the "negative score" key i~ depressed, 
the meter again reads less than 0, depreSs both the 
I, 
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"over-100" and "negative score" keys. The score 
then 100 plus the meter reading, but is negative.~ 
Once the attitude score has been obtained, it shoul 
be recorded on the answer sheet, and it may then b 
compared with the appropriate norm group to get i' 
equivalent percentile rank. 
~ In addition to the usual checks made on the scoring machir 
by the operator, it is wise to check the machine with sever; 
MT AI answer sheets in another way. Mark one or two answ1 
sheets with responses that will yield an extreme negative score 
mark two others to yield an extreme positive score; and mar 
two others to yield middle-range scores (plus 40 to plus 50 
Agreement between the machine scores and the predetenninf 
scores for these answer sheets will indicate that the machine 
working properly for both extreme and middle-range scores. 
IV. Norms' 
A. Student Norm Groups 
The MT AI has consistently shown signifi a~ differ· 
ences between the attitudes of primary teac e , inter~ 
mediate grade teachers, high school academi eachers, 
and teachers of various special subject fields ( t, music, 
physical education, and commercial). The o r of the 
differences is as indicated, with the prima ;teachers 
high and the teachers of special fields low. T e differ· 
ences are present at the time education stu ts begin 
professional courses and at the time they gra ate with 
a teaching certificate, as well as among e rienced 
teachers in the field. These differences ind c 
definitely that norms should be established 
these groups at the beginning and at the en 
sional training, but do not imply that they an~ at this 
time, be used in differential guidance. Such no'rms are 
presented in Table I. 
Since high school and college counselors will be using 
the 1 nventory as one of the bases for judging vocational 
fitness in the area of education, it seems desirable to 
present norms for high school seniors and university 
freshmen. These, too, are presented in Table 1, as are 
norms for graduate students in education. A more de-
tailed description of the student norm groups follows. 
1. High school seniors 
The norms are based on a group of 122 public high 
school seniors one week before graduation. This high 
school services an upper-middle class and a lower-middle 
class neighborhood. Fifty-two per cent of the graduates 
enter college. The educational status of the students' 
fathers is as follows: Q, = 9th grade; median = 12th 
3 The establishment of norms was made possible by a grant 
from the research funds of the Graduate School of the Univer-
sity of Minnesota. Cyril J. ·Hoyt was statistical consultant. The 
statistical computations were made by Clayton L. Stunkard and 
Donald M. Medley. The clerical work was supervised in the 
Bureau of Educational Research of the University of Minne-
sota by Dorolese Wardwell. 
6 
grade; Q, = B.A. degree. The educational status c 
mothers is: Q, = 9th grade; median = 12th grad< 
Q, = 14th grade. 
2. University freshmen 
This is a random sample of 384 freshmen who entere 
the University of Missouri in the fall of 1949. None < 
these students had attended college previously. An e' 
perimental scale (the V-scale'), designed to sele< 
answer sheets which had been carelessly_ or random] 
marked, was used to eliminate such sheets. The con 
position of the sample is as follows: 
College N Mean SD 
Arts and Science 193 8.59 28.19 
Agriculture 118 -5.07 26.09 
Education 43 14.67 34.94 
Engineering 30 4.90 24.28 
Total 384 4.78 28.86 
3. Early childhood education 
These students were registered in the four year coun 
of The Institute for Child Welfare of the Universi1 
of Minnesota, which prepares teachers for nurse1 
schools, kindergartens and primary grades. The first s« 
of norms is based on Inventory scores at the beginnin 
of the junior year when professional courses in educatio 
and child welfare begin. The second set of norms 
based on scores at the end of the senior year. 
4. Elementary education 
These students were registered in the four year cour. 
of the College of Education of the University of Minn• 
• Publication of this scale is not contemplated at preser 
Persons interested in working with it experimentally are refern 
to Dr. Robert Callis, University Counseling Bureau, Universi 
of Missouri, Columbia, Missouri, and to reference (2). 
Jta which prepares teachers for primary and inter· 
1ediate grades. Approximately two thirds of the students 
·ere preparing to teach in the first three grades. The 
rst set of norms is based on Inventory scores at the 
~ginning of professional education courses in the junior 
~ar. The second set of norms is based on scores at the 
me of graduation. 
, Secondary education juniors with academic majors 
These students were registered in the four year course 
f the College of Education of the University of Minne-
Jta which prepares academic teachers for high schools. 
'he Inventory was administered at the beginning of 
rofessional education courses. The teaching specialties 
the sample were as follows: 
English 
Mathematics and Science 
Social Studies 
Foreign Languages 
Other 
35 
45 
26 
10 
20 
Total 136 
Secondary education seniors with academic majors 
These students were within a few days of graduating 
om the four year course of the College of Education 
: the University of Minnesota which prepares academic 
achers for high schools. The major fields for the 
Lmple were as follows: 
English 102 
Mathematics and Science 75 
Social Studies 44 
Foreign Language 16 
Total 237 
Secondary education juniors with nonacademic majors 
These students were in beginning professional educa· 
::m courses in the junior year of a four year sequence 
. the College of Education at the University of Minne-
•ta. Their specialties were as follows: 
Music 30 
Art 40 
Physical Education 79 
Commercial 27 
Industrial Arts 48 
Other 14 
Total 238 
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8. Secondary education seniors with nonacademic majors 
These students were within a few days of graduating 
from a four year course in the College of Education of 
the University of ~1innesota and had majored in the 
following: 
Music 
Art 
Physical Education 
Business 
Industrial Arts 
Total 
9. Graduate students, College of Education 
36 
26 
86 
19 
18 
185 
This sample consists of 100 men and 100 women, all 
experienced teachers, who were taking introductory 
graduate courses at the University of Minnesota during 
the first Summer Session of 1951. The composition of 
the sample was as follows: 
Years of 
Experience Scores on MT Afs 
N Mean SD Mean SD 
Men 100 8.10 5.96 60.31 33.11 
Women 100 11.81 7.40 67.65 33.18 
Total 200 9.96 6.84 63.98 33.26 
B. Experienced Teacher Norm Groups 
1. Determining norm groups 
The problem of determining what norms should be 
established for use with experienced teachers is com-
plicated. With teachers in the field it was thought that 
several experiential factors might be related to scores 
on the Inventory. A correlation of -.30 between years 
of experience and scores was observed with Form X·164 
(see page 12). Although in Form A those items which 
were significantly influenced by experience were elimi. 
nated, there was still the possibility that a relationship 
existed. Other factors to be considered were amount of 
post.high school education, the size of the community 
in which the teacher is employed, grade level taught, 
and (at the high school level) subjects taught. 
It was decided to select a stratified random sample 
from the teacher population of the State of Minnesota 
and to apply analysis of variance and covariance tech. 
niques to determine which factors were significantly 
s Men and women graduate students in general have mean 
MT AI scores which are not significantly different. In this 
sample, however, the years of experience for the men are sig· 
nificantly fewer than for the women. 
TABLE 1 
Percentile Rank Equivalents for Raw Scores on the Minnesota Teacher Attitude Inventory, Form A (Jl 
..., 
STUDENTS c:: 
tJ 
t'r1 
z 
BEGINNING EDUCATION JUNIORS GRADUATING EDUCATION SENIORS (B.Ed.) 
..., 
(Jl 
High Secondary Secondary Graduate 
Percentile School University Early Early Students Percentile 
Rank Seniors Freshmen Childhood Elementary Academic Nonacademic Childhood Elementary Academic Nonacademi..: (Education) Rank 
99 76 73 113 101 104 99 ~ 118 118 116 107 115 99 
95 61 55 100 97 96 85 112 113 107 !01 106 95 
90 54 44 96 92 83 77 106 108 101 96 103 90 
80 40 28 89 83 77 69 100 100 90 85 93 80 
"' 
75 34 22 86 79 72 64 97 96 86 80 88 75 
70 28 18 82 76 66 60 94 93 82 76 85 70 
60 19 11 72 68 57 53 88 88 74 71 79 60 
50 13 5 65 63 48 46 83 82 68 67 70 50 
40 5 -3 59 56 42 37 77 73 62 62 61 40 
30 -4 -10 45 51 35 29 72 64 56 54 52 30 
25 -8 -14 40 46 30 23 69 59 53 49 47 25 
20 -11 -18 37 41 25 21 64 55 49 44 40 20 
10 -22 -33 20 21 4 10 52 41 37 30 12 10 
5 -34 -45 14 9 -1 -4 45 31 23 14 -7 5 
1 -81 -59 -10 -13 -16 -19 4 11 4 -11 -21 1 
N 122 384 134 228 136 238 108 !50 237 185 200 N 
Mean 12.8 4.8 65.9 59.5 48.3 44.1 80.4 77.4 67.8 63.3 64.0 Mean 
SD 31.6 28.9 29.8 26.3 29.2 27.1 22.6 24.7 24.3 25.4 33.3 SD 
..... 
~ 
Oil-
TABLE 2 
Percentile Rank Equivalents for Raw Scores on the Minnesota Teacher Attitude Inventory, Form A 
EXPERIENCED TEACHERS 
ELEMENTARY TEACHERS 
Systems with fewer Systems with 21 
SECONDARY TEACHERS 
than 21 teachers or more teachers Academic Nonacademic 
Percentile Rural 2 years 4 years 2 years 4 years 4 years 5 years 4 years 5 years Percentile 
Rank Teachers training training training training training training training training Rank 
99 112 110 107 108 114 103 112 98 98 99 
95 91 88 98 98 103 87 100 81 84 95 
90 76 76 90 87 100 81 90 67 74 90 
80 62 64 72 74 88 67 75 47 64 80 
"' 75 57 56 67 69 82 57 69 40 56 75 
70 51 54 62 63 79 50 63 34 49 70 
60 42 44 51 52 70 34 53 21 41 60 
50 32 34 41 43 60 23 45 10 33 50 
40 23 19 29 33 49 13 35 2 29 40 
30 II 7 17 22 42 I 24 
-12 8 30 
25 7 -3 12 16 36 -5 16 -20 -4 25 
20 
-2 -7 4 7 22 -12 9 -29 -8 20 
10 
-23 -21 -26 -9 7 -29 -12 -48 -20 10 
5 -38 -35 -30 -27 -18 -43 -26 -64 -34 5 >-i 
I 
-64 -67 -39 -48 -50 -58 -65 -85 -50 I ~ ('l 
N 332 118 102 249 247 264 218 98 70 N ;I: t'fj 
Mean 29.7 29.2 37.0 40.1 55.1 24.7 40.8 9.7 28.9 Mean ll' 
SD 38.1 38.6 39.4 37.2 36.7 40.6 39.5 42.7 36.5 SD "' 
..... 
-I'" 
"' 
related to teacher attitudes. In selecting the s 
was made of the Teacher Qualification 
1949-1950 which were on file in the offices of 
sola State Department of Education. The t 
in these reports, together with Kendall a 
Tables nf Random Sampling Numbers', p 
pie, use 
e orts for 
e Minne-
cher lists 
Smith's 
ided the 
necessary means to carry out the sampling rocedure. 
A total sample of 1,934 teachers were request to com-
down of plete the Inventory in January 1950. A bre 
the sampling of the various strata is present in refer-
ence (3). 
In all there were 1,714 usable returns frofu the 1,934 
Inventories sent out, making an over-al±p~rcentage 
return of 88.6. This high percentage of ret ns' must be 
attributed to the fact that two form lette _and three 
postal cards were sent to nonrespondents. S attered re-
turns from males teaching in the element schools 
would make the percentage somewhat highe , ut these 
were unusable for analysis. 
6 Kendall, M. G., and Smith, B. B. T ablu of Ra m Sampl-
ing Numbers. Department of Statistics, Universit ~ London, 
Tracts for Computers, No. 24. London: Cambridg University 
Press, 1946. 
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2. Summary 
1. Length of .teaching experience was not significan 
related to teacher attitudes in any of the analyses, int 
eating that the elimination of items negatively correlat 
with experience from the published form of the Invt 
tory had achieved its purpose (see page 12). 
2. Amount of post-high school education was sign 
cantly and positively related to teacher attitudes 
graded elementary schools and high schools but not 
one room rural schools. 
3. Size of ,the school system was significantly a: 
positively related to teacher attitudes in graded e 
mentary schools. 
4. The subject taught was significantly related 
teacher attitudes at the high school level. Teachers 
academic subjects scored higher in general than teachc 
of special fields such as music, art, business, and physi< 
education. However, teachers of vocational agricult1: 
scored highest of all the high school groups. 
5. The analyses indicated that nine sets of non 
should be established for use of the Minnesota Teac~ 
Attitude Inventory with experienced teachers. Th~ 
norms are presented in Table 2. 
V. Experimen Background of the Inventory 
The validity of the two experimental forms of t Inuentory 
(4, 5, 6, 7) and the final edition, Form A, is basf9 on these 
three assumptions: 'W 
1. It is assumed that the attitudes of pupils tcg..ard their 
teachers and school work are a reflection of the .. teachers' 
attitudes toward them and toward teaching procedtfifs. Hence, 
if the attitudes of teachers and of pupils are reliablf measured 
there should be a high relationship between them. 
2. It is assumed that a principal who has worked with a 
group of teachers for some time can sense the emotional rela-
tionship between teacher and pupils and can discr!ninate re-
liably between teachers with good or poor rapport.with their 
pupils. 
3. It is assumed that an expert in the field of teacher-pupil 
relations can visit classrooms and, using methods as nearly 
objective as possible, judge reliably the social climate which 
prevails. 
A. Construction and Validation of Items 
1. The construction of items for preliminary tryout 
This involved the canvassing of five areas of socio-educational 
literature about children. This was done, not with a view to 
securing unique scales or independent measures, but simply in 
order to obtain an adequate sampling of attitudes. The five 
areas were: 
1. Moral status of children in the opinion of adults, espe-
cially as concerns their adherence to adult-imposed standards, 
moral or otherwise. Example: "Children should be seen and 
no;.h~~:~i~line and problems of conduct in the clisfoom and 
elsewhere, and methods employed in dealing with such prob-
lems. Example: "Pupils found writing notes should bf severely 
punished." ' 
3. Principles of child development and behavio ~lated to 
ability, achievement, learning, motivation, and perso afity devel-
I ; 
u 
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opment. Example: "The boastful child is usually overconfidf 
of his ability." 
4. Principles of education related to philosophy, curricuh 
and administration. Example: "Pupils should be required 
do more studying at home." 
5. Personal reactions of the teacher, likes and dislikes, sour' 
of irritation, etc. Example: "Without children life would 
dull." 
For tryout purposes 756 items were written and placed 
two Tryout Forms (A and B) of 378 items each. 
2. The validity of the tryout items 
This was defined as the degree to which each of the 7 
items would discriminate between teachers who have the c 
sired and those who have the undesired type of teacher-pu 
relations. Two criterion groups of teachers were establish 
in the· following manner. Approximately seventy schools 
Pennsylvania and Ohio were visited and the cooperation of 1 
principals sought, Each of the principals was asked to design< 
one or two teachers in his school whom the pupils liked vc 
much, who had excellent working relations with pupils, a 
who had the personality characteristics essential to effect 
teaching. He was then asked to designate one or two teach 
who had these qualities to a low degree. Each designa1 
teacher was then visited and asked to cooperate by filling < 
Tryout Form A. Assurance was given that only the investiga 
would see the completed form. A few weeks later the teacl 
was visited again, Tryout Form A was picked up and Try< 
Form B left to be filled out and mailed. This procedure v 
continued until Tryout Forms A and B had been complel 
by 100 superior and 100 inferior teachers. Teachers from grac 
1-12 were included in these two criterion groups. 
Chi-square was computed to determine the extent to whi 
each item discriminated between the two groups. It was fou 
that 115 of the 756 items discriminated at the five per cc 
level and that 188 items were discriminating at the 10 1 
cent level. 
, The First Experimental Form of the Inventory 
lhe first experimental form of the Inventory was con-
:ted by selecting 164 items from the original reservoir of 
This form will be referred to as Form X-164. The criteria 
loyed in the selection were: ( 1) Is the item adequate in 
rentiating the two groups of teachers? ( 2) Is the item 
nbiguous in meaning? ( 3) Does the content of the item 
icate that of another item? ( 4) Is the response pattern 
:al and easy to interpret? 
lcoring procedures 
[he weighted scoring procedure adopted for use with Form 
)4 was the Kelley formula (8) developed for use with the 
ng Vocational Interest Blank. This formul!t weights each 
1e five possible responses on a nine-point scale from minus 
to plus four, the weighting being determined by the differ-
s in responses of the two criterion groups. The item given 
w indicates the percentage of teachers in each group mak-
each response and the weights determined by the formula. 
:tern: "Discipline problems are the teacher's greatest worry." 
~rior Teachers 
rior Teachers 
erence 
·ing Weight 
Strongly Dis-
Agree Agree Undecided agree 
13 
-12 
- 4 
9 
23 
-14 
- 4 
10 
8 
2 
52 
45 
7 
2 
Strongly 
Disagree 
28 
11 
17 
4 
fhe simplified scoring procedure adopted for tryout with 
n X-164 assigns a plus one weight to each response which 
a positive weight according to the Kelley formula. All re-
iSes with zero or negative weights are disregarded. The 
elation between the weighted and simplified scores for 
n X-164 was .97. Validity coefficients will be presented 
~ for both systems of scoring. 
validity 
fhe validity of Form X-164 was determined by administer-
the Inventory to a random sample of 100 teachers of grades 
inclusive and correlating their scores with three outside 
~ria of teacher-pupil rapport. 
fhe first criterion of teacher-pupil rapport involved the 
:1g of the teachers by their pupils. The Pupil-Teacher Rating 
'e consisted of 50 Yes-No-? items of the following type: 
1. Do you like school? 
2. Is this teacher often "bossy"? 
3. Is this teacher usually kind to you? 
Yes 
y., 
Yes 
No 
No 
No 
? 
1 
ings were obtained from at least 25 pupils on each of the 
teachers. The reliability of this scale for 25 ratings was 
The Pupil-Teacher Rating Scale was administered by the 
~stigator with no one in the room but the pupils. Assurance 
given the pupils that no one other than the investigator 
ld see their ratings, that their questionnaires would remain 
nymous, and that their school grades would not be affected. 
s study is reported briefly in (4) and (6). 
The second criterion of teacher-pupil rapport involved the 
ng of the teachers by their principal. The Principal-Teacher 
ing Scale was designed specifically for this purpose and 
.. ided for the marking of descriptive ratings on the follow-
traits: 
1. Disciplinary ability. 
2. "Personnel" vs. "subject matter" point of view. 
3. Attitude toward children. 
4. Understanding of pupil behavior problems. 
5. Personality adjustment. 
6. Attitude of pupils toward teacher. 
11 
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The reliability of the Scale as determined by the split-half 
method was .87. This study has been reported in (4), (6} 
and (7). 
The third criterion of teacher-pupil rapport involved the 
rating of the teachers by a specialist in the area of teaching 
effectiveness. The rating scale used was a modification of 
Baxter's Rating Scale of the Teacher's Personal Effectiveness 
(1). It seemed particularly well adapted to this purpose be-
cause it was designed to evaluate a teacher's personal effective-
ness by considering the pupils' responses to the teacher. 
Enough time was spent in the classroom of each teacher to 
observe pupil responses with reference to this trait in: 
1. Maintaining discipline. 
2. Creating a friendly classroom atmosphere. 
3. Establishing a feeling of security. 
4. Exerting a stabilizing influence on the class. 
5. Developing pupil self-reliance. 
The reliability of this scale as determined by the split-half 
method was .92. For further information on this study, see (4), 
(6) and (7). 
The results of the ratings were then correlated with the 
scores made by the 100 randomly selected teachers on Form 
X-164. The correlations are presented in Table 3. When the 
scores o£ the three criteria (pupils' ratings, principals' ratings 
and expert's ratings) are combined, with equal weight given to 
each by a standard score procedure, the correlations with the 
teachers' scores on the Minnesota Teacher Attitude Inventory, 
Form X-164, are .59 and .60 for the weighted and simplified 
scores respectively. When the three criteria are combined with 
multiple regression weighting, the validity coefficient is .60. The 
single criterion measure which has the highest relationship 
with the MT AI is the expert's rating. The correlation is .49. 
The next highest is the pupils' ratings, .45, and the lowest is 
the principals' ratings, .43. 
TABLE 3 
Correlations between Inventory Scores (Weighted and 
Simplified) and Criterion Ratings by Pupils, Principals 
and Expert for an Unselected Group of 100 Teachers 
Inventory vs. Pupils' Ratings 
Inventory vs. Principals' Ratings 
Inventory vs. Expert's Ratings 
Inventory vs. Three Validating Criteria 
Combined, Equal Weights 
Inventory vs. Three Validating Criteria 
Weighted 
Scoring 
.45* 
.43 
.49 
.59 
Combined, Multiple Weights .60 
Inventory vs. Combination of Pupils' 
and Expert's Ratings 
Inventory vs. Combination of Pupils' 
and Principals' Ratings 
Inventory vs. Combination of Expert's 
and Principals' Ratings 
.58 
.53 
.54 
Expert's Ratings vs. Principals' Ratings .48 
Expert's Ratings vs. Pupils' Ratings .33 
Principals' Ratings vs. Pupils' Ratings .39 
Simplified 
Scoring 
.46 
.45 
.49 
.60 
.58 
.54 
.54 
*All correlations in this table are significant at the one per 
cent level. 
If we assume that by the term "teaching personality" we 
mean those characteristics of the teacher's behavior related to 
the emotional responses of pupils and the ability to establish 
intimate and harmonious working relations with them, we find 
that "teaching personality" can be measured with as high 
validity as can academi~ aptitude. The reliability of Form 
X-164, as determined for the random group of 100 teachers 
of grades 4-6 by the Spearman-Brown split-half procedure, 
was found to be .89. 
C. Factors Related to Teachers' Attitudes Toward Pupils 
In the process of collecting data for Form X-164 and 
Tryout Forms A and B of the MT AI, an attempt was made 
to determine whether or not certain personal variables were 
related to teaching attitudes. By having 300 teachers ( 100 
superior, 100 inferior and 100 randomly selected) fill out a 
personal data sheet as well as the MTAI, information was 
obtained relative to age, sex, nationality, marital and parental 
status, training, teaching experience, grade level, subject taught, 
size of school system, liking for teaching, and whether or not 
a course in mental hygiene had been taken. 
Separate analyses were made for the superior, inferior and 
unselected teachers. With the limitations of the sampling in 
mind, these tentative relationships between the above variables 
and MT AI scores can be noted: 
1. In these three groups of teachers, sex, nationality, marital 
and parental status, subject taught, and size of school system 
showed little or no relationship to teachers' attitudes toward 
pupils. 
2. Age and teaching experience seemed to be related to scores 
on Form X-164 and Tryout Forms A and B. Teachers below 
age forty had higher MT AI scores than those aged forty and 
above (significant at the one per cent level) .7 Product-
moment correlations of MT AI scores with age and with experi-
ence were not significant for the superior teachers, but were 
significant (at the one per cent level) for the inferior and 
unselected teachers. Coefficients for the latter ranged from 
-.27 to -.30. It should be noted here, however, that items 
negatively correlated with teaching experience were removed 
from the final form of the Inventory as published and further 
research (3) shows that teaching experience (and, presumably, 
also age) is not significantly related to scores on the final 
form (see page 13). 
3. Teachers in grades 1-3 tended to score higher than those 
in grades 4-6, who in turn scored higher than senior high 
school teachers; junior high school teachers (grades 7-8) scored 
lowest of all. This finding is of more value in the establishment 
of adequate norm groups than in the absolute differentiation of 
teachers of various grades. 
4. The teachers in the unselected group who liked teaching 
"very much" scored higher than those who liked it "fairly 
well" (significant at the one per cent level). 
5. Teachers who had had courses in mental hygiene scored 
higher than those who had not. This was found for all three 
groups; the difference was significant at the five per cent level 
for the superior group. 
A later study using first quarter juniors in the College of 
Education, University of Minnesota, indicated that MTAI 
scores are not related to intelligence. The correlation coeffi-
cient between scores on the Miller Analogies Test (Form A) 
and Inventory scores (Form A) was .13, which is not signifi-
cant at the five per cent level. 
7 This may lead some readers to conclude that teaching atti-
tudes tend to deteriorate with age and experience. It must be 
remembered, however, that many older teachers did not have 
the advantage of the recent emphasis, in teacher training, on 
educational psychology and the understanding of child be-
havior. Differences in training and in selection standards may 
thus play a large part in explaining the observed differences. 
) 
' 
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D. Construction of the Second Experimental lnven 
1. Change in teacher-pupil attitudes 
Since the validity of the MTAI (Form X-164) had 
established with experienced teachers, it was necessary to d 
mine the extent to which these attitudes are influence< 
professional education courses and teaching experience be 
the Inventory could be used with assurance in the selectio 
students by teacher-training institutions and in the sele< 
of inexperienced teachers by school systems. 
It was thought that certain items might be greatly i1 
enced by professional courses and early teaching experi 
and that these items should be eliminated from any 
instrument designed for use in the selection of students or 
hiring of inexperienced teachers. In order to have en< 
items from which to select a final form of the Inventory 
additional items were added to the 164 items used in F 
X-164, to make Form X-239. These 75 added items , 
taken from the preliminary tryout reservoir of 756 items 
all had discriminated at the 10 per cent level or better bet11 
the superior and inferior teachers. Form X-239 was use1 
the study (2) to determine the extent to which teacher 
tudes are influenced by professional education courses 
teaching experience. 
Four groups of sudents were tested twice, in the follO\ 
arrangement: 
1. Control group. A group of first quarter juniors in 
College of Education (1948) were tested and then retest~ 
week to 10 days later. 
2. junior group. A random sample of first quarter jur 
in the College of Education ( 194 7) were first tested at 
beginning of the school year and again six months later. 
3. Senior group. A group of first quarter seniors in 
College of Education ( 1947) were first tested at the begim 
of the school year and again six months later. 
4. Experience group. A group of beginning teachers 
graduated from the College of Education, Spring or Sum1 
1947, were first tested just before graduation and again ~ 
they had been teaching for six months. 
The Control group as well as the three experimental grc 
(Junior, Senior and Experience) showed a significant cha 
in mean Inventory scores between the first and second testi 
For the Control', junior and Senior groups this change wa! 
increase or gain in mean score on the second testing; for 
Experience group, the change was a decrease or loss. 
The changes in mean scores of the experimental grc 
were then compared with the change of the Control grouj 
In the case of the Junior group, the increase was foum 
be significant at the one per cent level. This may be interpn 
as a shift in the direction of more desirable teacher-pupil ~ 
tudes. Probably the most pertinent experiences of the jun 
were in their professional courses in education, their first s 
courses. The correlation coefficient between the Inven1 
scores of the first and second testings of the Junior group 
.71. The first six months of professional training effected sig1 
cant changes in the desirable direction in 20 per cent 
the items. 
In the case of the Senior group, the increase was founc 
be not significantly different from that of the Control grc. 
Probably the most pertinent experiences of the subjects in 
Senior group were student teaching and courses in spe 
methods. The correlation coefficient between Inventory sc1 
of the first and second testings of the Senior group was 
In the case of the Experience group, the decrease was fo1 
to be significant beyond the one per cent level. This may 
interpreted as a shift in the direction of less desirable teacl 
pupil attitudes. Full-time teaching was the experience of 
subjects in this group which was probably most pertinent 
Inventory scores. Six months of experience resulted in signific 
ges in the undesirable direction in 11 per cent of the 
1. There were only four attitude items which were affected 
ficantly both by the first six months of training and the 
six months of experience. The following item is one of 
: "Pupils who fail to prepare their lessons daily should 
.ept after school to make this preparation." Education 
:es caused junior students to move toward disagreement 
~ experience caused recent graduates to agree with the 
menL The Inventory scores on the two testings of the 
rience group correlated .66. 
usceptibility of the Inventory to faking 
.n inventory of attitudes designed to be used to select 
mts for teacher preparatory courses and to select teachers 
school staff should be relatively unsusceptible to attempts 
'ake good." It may be assumed that every teacher who has 
~ed the MT AI items in the various stages of its develop-
believed that his attitudes toward pupils and teaching 
~dures were the proper ones. We can assume that everyone 
to "fake" the Inventory in the sense of making his 
ers conform to his beliefs. The data reveal, however, that 
>Or teacher "fakes" it in a different way from a good 
1er. The scoring procedure adopted is such that the differ-
! which may exist between good and poor teachers with 
ence to: (1) faking, (2) response set, (3) test-taking 
1de, and ( 4) role-playing, operate in the direction of 
~asing the validity of the test. It may be concluded that 
1 two carefully defined criterion groups consistently respond 
given item in different ways one need not be concerned 
1 whether the responses are "honest" or not. 
n order to determine the fakability of the Inventory, three 
1g sequences were set up. Each sequence involved two 
1gs, with Form X-239 (the second experimental form), of 
~ groups of first quarter juniors in the College of Educa-
U niversity of Minnesota. The three sequences · were 
>llows: 
Instructions: Instructions: Time 
lence First Testing Second Testing Between Testings 
Standard Faking8 4 to 6 weeks 
Faking Standard 10 days 
Standard Standard 7 to 10 days 
\ statistical comparison of the data on the three sequences 
~esented in Table 4. Stquence 3, which involved the ad-
stration of the Inventory twice to the same group ac-
ing to standard directions, reveals that sufficient insight 
the nature of the items is gained during the first ad-
stration to enable the subjects to increase their average 
: 4.2 points on the second administration. Sequence 1, in 
:h the subjects are asked to "fake good" in the second 
inistration of the Inventory, reveals a gain of 9.6 points, a 
less than half of the standard deviation. This gain is the 
It of two factors, insight into the nature of the Inventory 
ng the first administration and the attempt to "fake gnod." 
lence 2 is the more realistic situation in that the subject 
;ked to "fake good" the first time he takes the Inventory 
:1e faking instructions were as follows: "For the purpose of 
task you are to place yourself in the following situation-
have applied for a teaching position you want very much 
~cure. It has all the qualities you hope to find in a teaching 
tion. There are two other applicants for this job with 
·oximately the same qualifications that you have. The 
·rintendent has asked the three of you to answer the Inven-
and you know that the person who makes the highest 
e on the Inventory will get the job. Your sole aim in 
,.ering this Inventory is to get as high a score as possible. 
are to put your 'best foot forward.' You ~re to answer 
e items the way you think an excellent teacher would." 
b.is group is the same as the Control group referred to in 
preceding section. 
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and before insight is gained. In this sequence the subject who 
had an average score was able to increase his score 1.8 points 
over the second administration according to standard directions. 
This evidence is the basis for the conclusion that the MT AI 
is only slightly susceptible to attempts to "fake good." This is, 
of course, evidence based on young students, perhaps only 
moderately test-wise. There seems to be no practicable way of 
really proving how much an experienced teacher applying for 
a real job can load responses in his own favor. 
TABLE 4 
A Statistical Comparison of Testing Sequences 1, 2 and 3 
Sequence N r so Mean 
( 1) Standard 78 21.26 141.53 
.53 F = 1.15* t=4.13t 
Faking 78 22.84 151.13 
(2) Faking 44 17.81 147.16 
.78 F = 1.10* t = 0.99* 
Standard 44 18.72 145.34 
(3) Standard 57 16.76 135.77 
.84 F = 1.43* t=2.74t 
Standard 57 20.06 139.96 
* Probability greater than .05. 
t Probability less than .Ol. 
E. Construction and Validation of MTAI, Form A 
In the Selection of the 150 items for Form A, the published 
form of the Inventory, six factors were considered: (1) the 
discriminating power of the item, ( 2) the extent to which 
item responses are influenced by professional education courses, 
( 3) the extent to which item responses are influenced by 
teaching experience, ( 4) the extent to which the content of 
the item duplicates that of another item, ( 5) the clearness of 
the statement, and ( 6) the consistency of the response patterns 
of the superior and inferior teachers. 
Of the 150 items in Form A, 129 were taken from Form 
X-164 which had already been validated, giving a validity 
coefficient of .60 when correlated with three outside criteria 
of teacher-pupil rapport. The other 21 items were taken from 
Form X-239. 
At the time the 150 items were selected, three measures 
of discriminating power were available for each of the items 
in Form X-164, and two measures were available for all items 
in Form X-239. These measures were: ( 1) chi-square, indi-
cating the power of each item to discriminate between the 
·original 100 superior and 100 inferior teachers, (2) the 
significance of the difference between the per cent of responses 
of the superior and inferior teachers for each of the five cate-
gories of each item, and (3) for those items in Form X-164, an 
internal consistency measure of discrimination based on the 
upper and lower 20 per cent of the random group of 4-6 
grade teachers. All of these measures were considered. One 
hundred thirty of the items have at least two response cate-
gories (SA, A, U, D, and SD) for which the difference in 
percentage of responses of the two criterion groups was signifi-
cant at the five per cent level. The other 20 items have at 
least one response category for which the difference was signifi-
cant at the five per cent level. 
As a further check on validity, and using the items in final 
form, two studies were undertaken. The first one was i.n South 
Carolina in 1951 (Greenville, Spartanburg and Anderson), 
the second in Missouri in 1951 (Mexico, Boonville, Fulton, 
and Jefferson City). The original validation study in 1946 had 
been in the schools of northwestern Pennsylvfnia and north~ 
eastern Ohio. It can be said that the commu~tieS represented 
in all studies were industrial and agricultural '?giQns, mercan-
tile areas and wealthy residential districts. Th¢ sc~ools repre-
sented the average in educational philosopht and practice, 
neither extremely progressive nor ultraconservative. 
1. The South Carolina study 
In the South Carolina studyW the procedure was the same 
as in the Pennsylvania-Ohio study already describ~d. Form A 
was administered to a random selection of ~ 00 ~teachers of 
grades 4-6 inclusive. These teachers were then fated by at least 
25 of their pupils, their principal, and an expert in the field 
of teacher-pupil rapport. The same scales were used as previ-
ously described. Zero-order and multiple correlations were com-
puted between the scores of the teachers on Form A of the 
MT AI and the three outside criteria ratings ·of the teachers. 
These are presented in Table 5. 
TABLE 5 
Intercorrelations, Mean Scores and Standard Deviations 
of Three Scoring Methods (MTAI, Form A), Three 
Criteria and a Combined Criterion for a Group of 100 
Unselected Teachers in Fourth, Fifth and Sixth Grades 
Y, Y, x, x, x, x, Ry,l23 M SD R 
Y, .966* .992 .461 .566 .305 .589 .626 45.32 37.18 .93 
Y, .973 .438 .565 .294 .576 .615 !1;32 16.84 .88 
Y, .436 .566 .303 .578 .617 .66 31.27 .93 
x, .428 .387 .808 50.06 9.96 
x, .217 .726 50.02 10.01 
x, .715 5Q.01 10.04 
x, 50.07 7.52 
*All correlations in this table are significant at the five per 
cent level or better. 
Y 1, Y 2 , Y 3 =three scoring methods. See text. Norms in this 
Manual are based on Y 1 • 
X 1 = Principals' Ratings, T-score 
X 2 = Expert's Ratings, T -score 
X 3 = Pupils' Ratings, T -score 
X 4 = Combined T-score (average of XP X 2 and X 3 ) 
Ry, 123 = Multiple Correlations between Y's and X 1 , X 2, X 3 
R =Reliability (Split-half, Spearman-Brown) 
Several different methods of scoring the Inventory were 
tried out as an additional feature of the South Carolina study. 
Method Y 1 is the same as the simplified method used in the 
Pennsylvania study except for the use of minus scores for nega-
tive weights. The Kelley formula (8) used in weighting the 
items of the Strong Vocational Interest Blank was applied. All 
positive weights are given a plus one value and all negative 
weights a minus one value. The score is "rights minus wrongs." 
This method of scoring gave slightly higher validity coefficients 
than any other method and is the one on which the norms for 
Form A are based. 
Method Y 2 is a "rights only" key. Every item response 
showing a difference in percentages that is positive and is 
significant at the five per cent level is scored positive; responses 
significant at the 10 per cent level are also scored positive if 
10 This study was made possible by a grant frOm the Carnegie 
Foundation for the Advancement of Teachin'g a~d Furman 
University. The statistical work was financed froth research 
funds of the Graduate School of the University of Minnesota. 
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adjacent to one of the above. Responses showing a diffeJ 
in percentages that is negative are ignored. 
Method Y 3 is a "rights minus wrongs" key. Every resJ 
showing a difference significant at the five per cent lev 
scored either positive or negative, depending on the dire' 
of the difference. Responses significant at the 10 per cent 
are scored either positive or negative if adjacent to one ol 
above. 
There is no statistically significant difference betweer 
validity coefficients of these methods of scoring. Howevf 
was decided that since the Y 1 method had ranked at the 
it would be used with Form A and the norms were establi 
for this method of scoring. The Y 2 method is simpler to : 
but it has consistently produced reliability coefficients ar1 
.88 while both Y 1 and Y 3 have consistently produced retial 
coefficients of .93. 
Two validity coefficients were computed for Fom 
MT AI, as scored by the Y 1 method: when correlated witl 
T-score average of the three criteria, r =.59; when usi 
multiple correlation combining the three criteria, R = .6~ 
2. The Missouri study 
The Missouri study of the validity of Form A, M: 
followed the same general pattern as the two previc 
described but differed in several details. The subjects wer 
public school teachers, grades 4 through 10, in four school sys 
of central Missouri. The pupils' ratings were secured on 
same scale as in the two previous studies with only n 
changes. The principals' ratings were secured on the same : 
as used in the other studies but the storing procedure 
altered to provide a deviation score based on the mean of 
rater. The experts' ratings were secured on the same scale 
two observers did the rating independently and their sc 
were averaged to give a mean score. The correlation bet' 
the two raters was only .33. The score on the MTAI, Forr 
was determined by scoring method Y 3 , described above. 
intercorrelations of this study are presented in Table 6. 
TABLE 6 
lntercorrelations of the Predictor, MT AI, Form A, 
the Various Criteria 
Pupils' Principals' M: 
Ratings Ratings For1 
( 1) Observers' Mean Ratings .29 .12 ' (2) Pupils' Ratings .46 ' (3) Principals' Ratings .I 
(4) Composite of (1), (2), (3) -~ (5) Composite of ( 1)' (2) ' 
In this study the pupils' ratings of the teacher carrel 
with the MT AJ scores somewhat higher than in the two p1 
ous studies (.49 as contrasted with .46 and .31). The obsen 
mean ratings correlated with the MT AI scores somewhat lc 
( .40 as contrasted with the experts' .49 and .56), The pri 
pals' ratings correlated with the MT AI scores much lc 
than in the previous studies (.19 as contrasted with .45 
.46). The failure of the principals' ratings to correlate hit 
with the MT AI score is responsible for the lowest vali 
coefficient yet obtained with a composite criterion ( .46 as c 
trasted with .60, .63 and .59). 
It is interesting to note that the development of the M~ 
constitutes a demonstration that one may start with a 1 
criterion, such as principals' ratings (in the selection of 
100 superior and 100 inferior teachers), and develop a s· 
which will correlate higher with other better criteria t 
with the original. 
155 
VI. Bibliography 
Baxter, Bernice. "Rating Teachers' Personal Effec-
tiveness." National Education Association Journal, 
27:81 (1938). 
Callis, Robert. "Change in Teacher-Pupil Attitudes 
Related to Training and Experience." Educational 
and Psychological Measurement, 10:718-727 ( 1950). 
Cook, Walter W., and Hoyt, Cyril J. "Procedure for 
Determining Number and Nature of Norm Groups 
for the Minnesota Teacher Attitude Inventory." 
Educational and Psychological Measurement, 
12, No. 4 ( 1952). 
Cook, Walter W ., and Leeds, Carroll H. "Measuring 
the Teaching Personality." Educational and Psy-
chological Measurement, 7:399-410 (1947). 
15 
5. Cook, Walter W., Leeds, Carroll H., and Callis, 
Robert. ''Predicting Teacher-Pupil Relations." 
Chapter 4, The Evaluation of Student Teaching, 
1949 Yearbook, The Association for Student 
Teaching, State Teachers College, Lock Haven, 
Pennsylvania. Pages 66-80. 
6. Leeds, Carroll H. "A Scale for Measuring Teacher-
Pupil Attitudes and Teacher-Pupil Rapport." 
Psychological Monographs, 64, No. 312 ( 1950). 
7. Leeds, Carroll H., and Cook, Walter W. "The Con-
struction and Differential Value of a Scale for 
Determining Teacher-Pupil Attitudes." journal of 
Experimental Education, 16:149-159 (1947). 
8. Strong, E. K., Jr. Vocational Interests of Men and 
Women. Stanford, California: Stanford Univer-
sity Press, 1943. Chapters 23 and 24. 
APPENDIX C 
Copy of Guilford-Martin Factors GAMIN and Manual 
--
Mrs. 
THE GUILFORD-MARTIN 
INVENTORY OF FACTORS G A M I N 
(Ab,idged Edition) 
Name~--··-----·-······ (Cross out two) ········-·····----------------------·····-------·----·····-----··--····-----Date .. __________________________ _ 
Nearest age ( enciTele) : Raw Scores: G-------- A..--------- M----------· 1--------- N ____ _ 
15 20 25 30 35 40 45 50 55 60 
C-Scores: 
DIRECTIONS: Below you will find some questions which are to be answered by encircling either "Yes" 
"?," or "No." Read each question in turn, think what your opinion or your behavior has usually been, and 
draw a circle around the answer that best describes your behavior or opinion. Encircle the "?" only when you 
are unable to decide between the "Yes" and "No." BE SURE TO ANSWER EVERY QUESTION. There Is no right 
answer to any or these questions except the answer that tells how you think or feel about it. 
1. Do you believe that you know your own characteristics about as well as most people 
know theirs?................................................ . • . . . . . . . . . . . . . . . . . . . . . . Yes 
2. Does your personality stand out as being quite different from that of other people?.... Yes 
3. When climbing stairs do you often take the steps two at a Ume?...................... Yes 
4. Do you often feel the need tor a rest during the day?................................. Yes 
5. When you think you recognize someone you see in a public place, do you inquire of 
him whether you have met him before?.......................................... .. .. Yes 
6. Do you have one or more ab1Ut1es in which you believe you are superior to most other 
people? ........ , . . . . . . . . . . . . . . . . . . . . . . . . . . . . . • . . . . • • . . • . . .. . . . . • . . . . . . . . . . • . . . . • . . • Yes 
7. Do you express such emotions as delight, sorrow, anger, and the like, readily?........ Yes 
8. Do you feel that people almost always treat you right?.............................. Yes 
9. Do you become very annoyed when you find a window stuck when you want to open it? Yes 
10. Do you ftnd it dtm.cult to get rid of a salesman to whom you do not care to listen or 
give your time?..................................................................... Yes 
11. Have you ever kept a personal diary of your own accord?............................ Yes 
12. When going somewhere in an automobile, does it bother you considerably to get caught 
in slow-moving traffic?.................................. . . . . . . • . . . . . . . . . . . . . . . . • . • . . . Yes 
13. Are you afraid of deep water?........................................................ Yes 
14. Are you inclined to be quick in your actions?....................................... Yes 
15. Do you frequently feel thwarted because you cannot do as you want to?.............. Yes 
16', Do you usually hesitate to take a seat in the front of a lecture room or chureh 1t to do 
so makes you appear conspicuous?........................... . • . . . . . . . . . . . . . . . . . . . . . . Yes 
17. Do you cry rather easily? .........................................•.•...•..•.•....... Yes 
18. Do you believe you have been bossed too much for your own good?................... Yes 
19. Are there ever times when you feel so jumpy you could throw things at people If you 
did not control yourself?............................................................ Yes 
20. Do you always know what to do next?............................................... Yes 
21. At work or at play, do other people find it hard tc keep up with the pace you set? ...... Yes 
22. Do you often wish you were stronger so you could "smash" some one who is stronger 
than you? ...................... , . . . . . . . . . . . . . . . . . . . . . . . . • . . . . . . . . . . . . . • • . . . . . • . • . . • Yes 
23. Do you (or would you) ever haggle over a price with a tradesman or dealer?........ Yes 
24. Do you often find that you can think of smart things to say only after it Is too late?.. Yes 
25. Do you find it easy to start a conversation with a stranger? .•..... ,., ..... , ..... ,, .. , Yes 
26. Do you often become irritated over little annoyances? ... ,......... . . . . . . . . . . . . . . . . . • . Yes 
27. If an acquaintance of yours has been spreading untrue and uncomplimentary stories 
about you, do you usually "have It out" with the person?............................. Yea 
Copyrirhl 1943 by Sh<riaan Supply Co., Be>..-ly Hilu. Calif. 
(Nor lo be reproduced in •hole or in part alillaoul r.riUen penni.uion o/lhe cop)rithf owner.) 
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Page 2 
28. Do you feel deeply sorry tor a mistreated horse!...................................... Yes 
29. Do you always feel that you can accompllsh the things you want to do?............... Yes 
30. Are you happiest when you get Involved In some project that calls for rapid action?... Yes 
31. Do you sometimes crave something 1Dtensely without knowing what it is you want!... Yea 
32. Do you feel bored much of the time?................................................. Yea 
33. When a parent, teacher, or boss scolds you, do you ever feel like weeping?........... Yes 
34. Are you rather good at bluffing when you find yourself in dHilculty?..... .. . . . . . . . . . . . Yes 
35. Are you lncUned to be slow and deliberate in movement?............................ Yes 
36. Would you rate yourself as a tense individual?...................................... Yes 
37. When you are suddenly upset emotionally, does tt take much time to recover your 
composure? . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . Yes 
38. When a clerk in a store waits on others who should come after you, do you usually call 
his attention to the fact?............................................................ Yes 
39. Does it annoy you to hear someone make fun of your clothes?............. . . . . . . . . . . . Yes 
40. Have you often felt that you are a rather awkward person?........................... Yes 
il. Do you wake up feeling tired In the mo,rning?............. . . . . .. .. . . .. .. .. .. . .. . .. . . Yes 
42. Do you usually eat more rapidly than the average person, even though there Is plenty 
Of time?................................................................... . . . . . . . . . . Yes 
4:3. Do you dislike to have people watching you while you are working?.................. Yes 
4:4:. In a group activity do you often find yourself compelled to play an unimportant part?. Yes 
t5. When troubled or upset because things go wrong, are you inclined to sutrer from Indi-
gestion, acid stomach, or other distress?.......................... . . . .. . . .. .. . . . . . . . . Yes 
46. Do you Uke love scenes in a movie or play?........................................... Yes 
4:7. Do you feel that you are lacking in self-c~ntrol? ....................................... Yes 
48. Have you ever, on your own initiative, organized a club or group of any kind?........ Yes 
4:9'. Are you ever afraid that you cannot llve up to the standards your parents set for you? Yes 
50. Do you feel strongly against kissing a frien(l of your own sex and age?................ Yes 
51. Have you ever been afraid of contracting tuberculosis or some other serious disease?.. Yes 
62. Does it sometimes seem to you that in tlfe's competitions you are usually left behind 1 Yes 
53. Have you ever been hesitant about making application for a job in person?.· .......•. Yes 
64. Do you prefer the study of mathematics and science to that of literature and music?.. Yes 
&5. Do you get angry very easily?.............................. . . . . . . . . . . . . . . . . . . . . . . . . . Yes 
66. Do you feel confident that you can cope with almost any situation that you will meet 
In the future·r................................................................ . . . . . . . Yes 
67. Does it bother you considerably to have your teacher or your boss call upon you 
unexpectedly in a group?............................................................ Yes 
68. Can you go Into a dark cellar or basement alone without even the slightest trembly 
feeling? . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . .. . . . . . . . . . . . . . • . . . • . . . . . • • . . . . . . . . . . . Yes 
59. When you are walking with others, do they often have dl!llculty In keeping up with 
you? . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . • . . . . . . . . . . . . . . . . . . . . . . . . . . . . .. . Yes 
60. Does it make you uncomfortable to be "dUierent''?.. . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . Yes 
61. Is your health generally better than that.of most people?............................ Yes 
62. Do you often become tense or excited either at a movie or when listening to the radio? Yes 
63. Would you rather work for a good boss than for yourself?........ . . . . . . . . . . . . . . . . . . . . Yes 
64. Would you rather be a florist than a miner?......................................... Yes 
65. Do you sometimes wish you were in another office (or school or factory) where your 
companions were more congenial?. . . . . . . . . . . . . . • . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . Yes 
66. Do you feel tired out most of the time?............................................... Yes 
6 7. Do you (or ~·:culd you) like to take on new and Important responsibilities such as 
organizing a new business enterprise! ....................... , •. , ... ,................. Yes 
68. Are you very good at making money as compared with others of your own age and 
sex? • . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . • . . . . . . . . . . . . . . . . . . . . . • . . . .. . • . . • Yes 
69. Are you afraid of snakes?............................................................ Yes 
70. Are you particularly uneasy when waiting for a slow person to finish either saying or 
doing what he started?........................................................ . . . . . . Yes 
71. Are you oversensitive to criticism of yourself?....................................... Yes 
72. Do you feel sorry for a fish that is caught on a hook?................................ Yes 
73. Are you the kind of person who is "on the go" all the time he Is awake?............ . . Yes 
74. Are you easily startled by unexpect~d stimuli?....................................... Yes 
76. Do you find it difficult to say "No" to a salesman who tries to sell you something you 
do not really want? ......... , ..•.•.•....••..........••.•......••.••.•..•..•..•..•• -... Yes 
\'---'" 
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r6. Do you frequently feel selt-consctous tn the presence of lmportant people?............ Yes 
r7. Would you rather be an artist than a polltlcal organizer?............................ Yes 
rs. Do you usually work faster than the average person of your sex and age?............. Yes 
r9. Were you happier when you were younger than you are now?........................ Yes 
10. Do your interests tend to change quickly? ...................................... ·..... Yes 
~ 1. When you are attracted to a person of the opposite sex whom you have not met, do you 
usually make an a,cttve attempt to get acquainted even though the circumstances may 
-make this quite dUilcult?. . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . • . . • . . . . . . . . • . . . . . . . . Yes 
12. Does the sight of large bugs and spiders ever give you a "creepy'' feeling!............ Yes 
13. Do you suffer keenly ·from feelings of Inferiority?. . . . . . . . . . . . . • . . . . . . . . . . . . . . • . . . . . . . . Yeg 
14. Can you relax easily when sitting or lying down?..................................... Yes 
16. Do you tlnd it dlJDcult to solicit funds even in a cause in which you are interested?.... Yes 
16. Do you become nervous and tense when competing in a contest, such as tennis, golf, 
or debating? . . . . . . . . . . . . . . . . . . . . . . • . . . . . . . . . . . . . . . . . . . . . . . . . . . . • . . . . . . . . . . . . . • . . . . . . Yea 
17. Do younger people have an easier and more enjoyable life than you do?.............. Yea 
18. When you become emotional do you sometimes come to the point of tears?............ Yes 
19. Do you usually start to work on a new project with a great deal of enthusiasm?....... Yes 
10. Does it seem to you that you never do things In a way that wins the attention and 
approval of others? . . . . . . . . . . . . . . . . . . . .. . . • • . . . . . . . . . . . . . • . . . . . . . . . . . . . . . . • . . . . . . . . . Yes 
n. Do you usually speak out in meeting to oppose someone who you feel sure is wrong?.. Yea 
12. Do you often find it dtmcult to sleep at night!.............................. . .. .. . . . . . Yea 
13. Do you ever fear that you are getting lost?........................................... Yes 
14. Are you inclined to keep quiet when out tn a social group?........................ . . . . Yea 
16. Would you rather be a building contractor than a nurse?.................... . . • . . . . . . Yes 
16. Do you sometimes want to move to a new town or community because you do not flnd 
congenial people where you are?..................................... . . . . • . . . . . . . . . . . Yes 
17. Do loud noises ten:d to upset you?. . . . . . . . . . . . . . . . . . . . . . . • . . . . . . . . . . . . . . . . . . . . . . . . . . . . Yes 
18. Are you disgusted at the sound of foul language?.................................... Yes 
19. Can you turn out a large amount of work in a short time?........................... Yes 
10. When promotions in rank, salary, or position are being made, does lt seem that you 
are given less attention than others?................................................. Yes 
ll. Do you usually shrink from meeting a crisis or emergency?... . . . . . . . . . . . . . . . . • . . . . • . Yea 
12. Do odors of perspiration disgust you?............................................... Yes 
)3. Do you find it difficult to go on with your work if _you do not receive enough encour-
agement? •.................................. ~. . . . . . . . . . . . . . . • . . . . . • . . . . . . . . . . . . . . . . • Yes 
)4. Whlle not otherwise occupied, are your hands almost always busy In such acts as 
drumming on the table, twisting a chain or rubber band, etc.?........................ Yes 
15. Do you often find yourself hurrying to get places even when there Ia plenty of time?.. Yes 
16. Do you let others "run over you" more than you should for your own good?.......... Yes 
17. Would you rather be a private secretary than an explorer of new geographic territory? Yes 
18. Do you ever wish you could have been born at a different time or place or in a 
different family than you were? ................................................... , . . Yes 
19. Can you usually sit still without fidgeting?.......................................... Yes 
.0. Would you rate yourself as a talkative Individual?............................. .. .. .. Yes 
.1. Have there been many people with whom you have come in contact who did not care 
to associate with you?................... . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . Yes 
.2. Are you disgusted at the sight of ragged or soiled fingernails?........................ Yes 
.3. Do you usually feel restless when listening to a lecture?.......... . . . . . . . . . . . . . . . . . . . . Yes 
.4. In being thrown by chance with a stranger, do you usually take the Initiative til intro-
ducing yourself? . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . • . . . • . . . . . . . . . • . • . • • . . Yes 
.5. Do you ever wish that you were taller or shorter than you are?......... . . . . . . . . . . . . . . Yes 
.6. Are you frequently in a state of inner excitement or turmoil? ........... ,............. Yes 
.7. Can you (or could you) walk past a graveyard alone at night without feeling uneasy? Yes 
.8. If you hold an opinion that is radically different from that expressed by a lecturer, do 
you u:!lllally tell him about it either during or after the lecture?., ....•.... ,.. . . . • . . Yes 
.9. Are you frequently absent-minded?.......................................... . . . . .. .. Yes 
:0. Do you feel deeply sorry for a bird with a broken wing?............ . . .. .. . . . .. . . .. . .. Yes 
:1. Do screeching sounds- (like a fingernail scratching on the blackboard) send terrific 
"chills" up and down your back?..................................................... Yes 
:2. Can you alwayp think of a good excuse when the situation demands it?................ Yes 
:3. Are you usually contldent ot your abilities?..................................... . . . .. Yes 
:4. Would you rate yourself as an impulsive individual?................................. Yes 
:5. Do you feel compelled to change your bodily posture frequently while sitting1........ Yes 
6. Do you feel that the average person has made a better adjustment to life than you 
have? . . .. . . .... ...... ... . . . . . •. . ... . ........ .. . .• .. . .... .. .. . .. •. . .... .. . . . . . . .. . .. Yes 
7. Do you have nervous habits such as chewing yoq.r pencil or biting your fingernails?.. Yes 
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128. Do you ever take the initiative to enliven a dull party? .......................... . 
129. When you were a child were you U$Ually made the "goat" by your playmates (such as 
being forced to be on the unpopulal'__Jide while playing games)? .................... . 
130. Do you like to apeak In public? ..................................................... . 
131. Do you reel physically Interior to yt)ur associates? ................................... . 
132. Would you rather be a dress designer than a forest ranger? ..................... ~ .... . 
133. Are you able to come back to a state ot calm readily after an exciting situation Is 
past? ...............••.............................................................. 
134. Do you like to bear reeponslb111ties alone? .......................................... . 
135. Do you (or would you) like to go hunting with a rifle tor wild game? ................ . 
136. When present, with others, at the scene of an accident, do you usually take an active 
part In helping out If needed? ...............................................•... , .... 
137. When you become angry, do you: get over 1t rather quickly when the cause for anger 
is past?························~···~······································ ......... . 
138. Do you tend to prefer quiet rathe~ thi&. n exciting amusements? ...................... ,. 
139. Do you often wish your appearanc' w~re different than it Is? ...............•.......... 
140. When you find that a piece of merihahdise you have bought is defective, do you find It 
easy to demand an exchange or re und? ......................................•....... 
141. Can you stick to a tiresome task fo long time without being prodded or encouraged? 
14-2. Does It make you jittery to handle !loaded gun? .................................... . 
143. Are you frequently afraid that other people will not like you? ...................... .. 
144. Have you ever been regarded as a daredevtl? ........................................ . 
146. Do you consider yourself a nervous person? ......................................... . 
146. When In a restaurant you are served stale or inferior food, do you usually make a 
vigorous protest about It? ................................................•........... 
147. Does your mind often wander so badly that you lose track of what you are doing? ... . 
148. Does lt annoy you to see a person biting his fingernails? ............................. . 
149. Are you easily discouraged when things become difficult? ........................... . 
160. Does a difficult decision or emotlo.nal crisis ever leave you so exhausted that you cannot 
go on with your regular activities? .................................................. . 
161. Are you inclined to rush from one activity to another without pausing tor rest? ...... . 
162. Do you always stand up for your rights when they are endangered? ................. . 
163. Do your friends seem to have a bei:ttr time than you do? ............................. . 
154. Does the sight ot pus disgust you f. 1 •••••••••••••••••••••••••••••••••••••••••••••••• 
166. Do you sometimes wish that you w't.l(e more attractive than you are? ...•...•....•..... 
166. Do you ever experience a feeling qllvague uneasiness without knowing the reasons? .. 
167. Do you have any nervous habits lr'ke twitching your face, neck, or shoulders? ........ . 
168. Are you disgusted at the sight ot an unshaven man? ................................ . 
169. Are you able to play your best iu a game or contest against an opponent who is much 
superior to you? ..............................•...................................... 
160. Do long-continued noises "get on your nerves"? .................................... · .. 
161. Do you generally prefer to take the lead in group activities? ......................... . 
162. Do you often wish that you were physically stronger than you are? ................... . 
163. Are you tearful of burglars? ........................................................ . 
164. Do you think you use up more energy than the average person in getting things done? 
166. Do you Uke to sell things (that is, to act as a salesman)? ........................... . 
166. 
167. 
168. 
169. 
170. 
171. 
172. 
173. 
174. 
176. 
176. 
177. 
178. 
179. 
180. 
181. 
182. 
183. 
18{. 
186. 
186. 
Do you have one or more hobbieS or skills at which you are outstanding? ............ . 
Are you often so much "on the gO" that sooner or later you wear yourself out? ...... . 
Does it annoy you to see a person clean his fingernails in public? ..................... . 
Are there times when you ·reel as if your nerves were raw or "on edge"? .........•.... 
Do people usually give you credit for having good judgment? ........................ . 
Do you often feel bubbling over with excess energy? ................................ . 
Are you easily disturbed by distracting stimuli when doing mental work? ........... . 
Do you often feel reluctant to meet the most important person at a party or reception? 
Do other people regard you as a lively individual? ................................... . 
Do you have a strong dread of fire? ................................................. . 
Do you often feel that few obstacles can stand in the way of your reaching your final 
goals? ............................................................................. . 
As a child, did you often naturally fall into positions of leadership! ................. . 
Do you ever have the feeling that there is nothing to live for? ....................•... 
Do you often find that you cannot make up your mind until the time for action Is 
past? ................................................•.............................. 
Do you prefer going to a dance rather than to a prize-fight? ......................... . 
Do you seek to avoid all troublesome situations? .................................... ~ 
Do you often show yourself up to your own disadvantage? ........................... . 
Do you become upset rather easl1y? ................................................. . 
Are you willing to take a chance alone in a situation where the outcome is doubtful? .. 
Do you have any hestitation about calling down a person who does not play fair? .... . 
Do you resent being "k~:d::~b~:::;:c~~;~;:; ~~~~;· ~-~~;;~; ...... . 
Yes 
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THE GUILFORD-MARTIN 
INVENTORY OF FACTORS GAMIN 
(ABRIDGED EDITION) 
Manual of Directions and Norms' 
(First Revision) 
~ Traits Measuret1.-Factor analysis methods have 
lplied to the problem of isolating ,independent variables 
Jerament with the result that several unitary traits have 
lentified1 and a series of inventories constructed which 
ely measure some of these traits. The Guilford-Martin 
•ry of Factors G A M I N adds five more temperament 
es to the eight already measured by the two preceding 
· this series.2 The five traits measured here include: 
(eneral pressure for overt activity. 
1scendancy in social situations as opposed to suhmis· 
;iveness; leadership qualities. 
masculinity of attitudes and interests as opposed to 
femininity. 
ack of inferiority feelings; self-confidence. 
ack of nervous tenseness and irritability. 
s G, M, and N were discovered in factor analyses by 
d and Guilford,' and trait I by Mosier.' Traits A, M, I, 
have been recognized hy c1inical psychologists, though 
ays defined in the same manner. The definitions of the 
mes as used in thh; connection are operational; that is, 
s of factorial studie~ and of subsequent item analyses. 
ttruction of the lnventory.-More than 300 ques-
re items were constructed which were believed to cover 
as of behavior com;tituting the above five traits.5 This 
nary form of the Inventory was administered to 250 
td 250 women college students between the ages of 19 
I, ranging from sophomores to seniors, in Southern 
nia colleges and universities. 
items which had been shown by the factor analyses and 
previous item analyses6 to have heavy loadings in a 
ere included in the preliminary scoring key for that 
x:amples of typical items from these keys are given here: 
trait G.-"Are you inclined to be quick in your ac· 
"Can you turn out a large amount of work in a short 
:rail A.-"Do you find it difficult to get rid of a sales· 
whom you do not care to listen or give your time?'' 
you ever, on your own initiative, organized a club or 
)f any kind?" 
trait M.-"Do you like love scenes in a movie or a 
"Do you (or would you) like to go hunting with a 
r wild game?" 
For trait 1.-"Do you feel that the average person has made 
a better adjustment to life tha:n you have?" "Do you feel con· 
fident that you can cope with most situations that you will 
meet in the future?" 
For trait N.-"Do you often become irritated over little 
annoyances?" ''Do you have nervous habits such as chewing 
your pencil or biting your fingernails?" 
Four hundred of the questionnaires (from 200 men and 200 
women) were scored with the preliminary keys thus con· 
structed. The highest 100 and lowest 100 cases (extreme 
quarters of the distributions of scores) were used asJ:riterion 
~roups in the item analyses for factors G, A, I, and N. For the 
item analysis of factor M the criterion groups consisted of the 
100 male cases highest on the preliminary scoring key for the 
'f factor and the 100 female cases lowest on that key. 
Scoring weights were determined for each response to every 
item by using Guilford's method.' This procedure yielded 270 
items with significant weights. In order to shorten the test to 
a more practical length, this number was reduced to 186 by 
saving the items with heaviest weights. In order to simplify 
scoring, the weights were all reduced to either 0 or +I. The 
shortening and the simplification of weights were found not 
to alter the reliabilities C?f the scores to any appreciable de-
gree. The numbers of items scored for the traits are 24, 38, 
.17, 49, and 43, for factors G, A, M, I, and N, respectively. 
Reliability of the Scores.-Split·half reliabilities were 
estimated on a sample of 200 university students not included 
in the group with which the item analyses were made. The 
reliabilities for total scores thus estimated are: .80, .88, .82, 
.89, and .90, for factors G, A, M, I, and N, respectively. 
lntercorrelations of Scores.-lntercorrelations among 
the five scores have been estimated on the basis of results from 
two samples. One was a sample of 200 university students 
about 60 percent of whom were men. 8 The other was a sam· 
pie of 782 aviation students in the Army Air Forces.' In the 
following table, the correlations from the first sample are in 
the upper right half of the rows and columns and those from 
the second sample are in the lower left half. 
lnteftorrelations of the Five Trait Scores 
G A M I N 
G .44 -.07 .09 -.23 
A .50 .26 .57 .32 
M .09 .32 .33 .35 
I .26 .60 .50 .67 
N .10 .44 .51 .75 
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The intercorrelations are generally low enough to assure use-
ful differences in meaning between the trait scor~ They are 
sufficiently similar in the two studies to lend indirect evidence 
as to stability of function in the scores as derived from differ-
ent groups under different testing conditions. 
The correlations of scores from this Inventory with those 
from two other inventories are given below: 
Other Traits G A M I i\ 
Social extraversion (S) .38 .73 .10 .59 .38 
Thinking extraversion (T) -.07 .20 .21 .33 .39 
Depression (freedom from) (D) -.04 .48 .32 .74 .71 
Emotional stability (C) -.19 .31 .33 .68 .70 
Rhathymia (happy-go-lucky) (R) .56 .52 .04 .27 .08 
Objectivity (0) -.06 .46 .36 .75 .72 
Agreeableness (Ag) -.31 .00 .Ol .35 .47 
Cooperativeness (Co) -.17 .20 .21 .45 .53 
These data were derived from the same sample of 200 students 
as those mentioned in the previous table of intercorrelations. 8 
Norms.-It is likely that there are very strong age and sex 
differences in scores for some of these traits, particularly 
G., A, and M. It is consequently diffi.-::ult to provide any one set 
of norms that will be suitable for interpretation of scores for 
all groups and also difficult to provide norms for special 
groups that will be adequate to anticipate the kinds of groups 
that will be encountered. It is suggested that users of the 
Inventory who test large numbers of examinees set up norms 
to meet their own peculiar needs. The norms provided here 
may be regarded as basic for university-studen~populations 
and similar populations. They are the norms u ized in the 
Guilford-Martin Temperament Profile in which ores G A 
M I N can be interpreted along with others. , · 
The norms given below were derived in the following man-
ner. Booklets of 80 men and 80 women were chosen at ran-
dom among those upon whom the reliability estimates had 
been computed. The frequency distributions for the five traits 
were compiled, cumulated, plotted, and smoothed. The C-score 
norms are based upon an eleven-point scale with a mean of 
5.0 and a standard deviation of 2.0. The approximate per-
centages of norm individuals in each score group are: l, 3, 
7, 12, 17, 20, 17, 12, 7, 3, and 1, for scores 0 through 10, 
respectively. One exception to this was made in the case of 
factor M, for which the raw scores give a slightly bimodal 
distribution owing to the marked sex difference. For this trait 
the percentages at C-scores of 4, 5, and 6 were changed to 
20, 14, and 20 instead of 17, 20. 17. Note that corresponding 
to each C-score the highest and lowest raw score is given for 
each trait. Thus all raw scores of 20 and 21 in trait G corre-
spond to a C-score of 8. Raw scores from 26 through 29 on 
trait A correspond to a C-score of 7. Raw scores from ll 
through 15 on trait N correspond to a C-score of 2. A person 
with raw scores of 21, 27, 26, 37, 14 in factors G A M I N, 
respectively, would have C-scores of 8, 7, 8, 6, and 2. In other 
words he probably would have a high tendency for liking 
and engaging in overt action; have more than average leader-
ship qualities; would be masculine; possess mo.re than average 
self-confidence; but would be nervous, tense/ and irritable. 
High scores on G, A, I, and N mean gene:rally favorable 
characteristics and low scores mean unfavorable character-
istics. High scores on M mean masculinity; low scores mean 
femininity. 
In the last column of the tahle are giveJ.~ cent; 
corresponding to each C-score interval, for those w} 
to use centile norms. Given a certain raw score ~nd 
score limits for the C-score within which it falls, one < 
polate between the centile limits to find the centile cm 
ing to the raw score. For example, a raw score of 31 
A is midway in the centile_ range 89-95 and com 
corresponds to a centile of 92. 
For those who prefer T-scalc norms, the trans£, 
can be made from the information given in the table, 
additional facts that the mean of the T-scale is 50 
each C-score deviates from its neighbors by 5 unit 
T-scale. A C-score of 5 lies within the T-scale limit: 
52.5; a C-score of 6 lies within the T-scale limits of 
57.5; and so on. 
Norms based upon 160 University Stude 
(80 men and 80 women) 
C.Score G A M N 
10 24 35+ 30+ 48+ 41+ 
9 22-23 33-34 23-29 ,15-47 38-40 
8 20-21 30-32 26-27 43-44 35-37 
7 17-19 26-29 24-25 40-42 32-34 
6 14-16 23-25 20-23 36-39 28-31 
5 12-"13 19-22 18-19 33-35 24-27 
4 9-ll 15-18 13-17 28-32 20-23 
3 7- 8 12-14 ll-12 22-27 16-19 
2 5- 6 8-ll 8-10 15-21 ll-15 
I 3- 4 5- 7 6- 7 ll-14 7-10 
0 o. 2 o. 4 o. 5 0-10 o. 6 
It will be of some value in using these norms w. 
groups and under other conditions, to keep in mim 
facts. Older examinees will probably show somewh 
scores on trait G than younger examinees. There is ~ 
lowering of general activity level with advancing ag 
is probably an increasing score on I with advancing • 
youth to middle age. Maturing individuals on the 
acquire greater poise and feeling of security as th 
behind some of the uncertainties of youth. On the 
males make higher scores on trait A and considerabl 
scores on M. With advancing age, there will probabl 
sex difference in M scores; more men making low sc 
.more women making high scores.10 These facts sl 
borne in mind when interpreting scores of individ1 
groups that differ from the norm group. 
The norms in the above table are of most suitabl 
psychological clinics, vocational guidance bureaus, un 
and colleges. Since the scores on inventories of this 
in part a function of the motivation of the persons a 
the questions, the norms should be used only in hi 
operative situations. They should not be used indiscri 
in personnel situations in which the examinees are un 
pulsion to make a good appearance. 
Validity.-It is generally well recognized that the ' 
of validity data for personality tests is difficult and tl 
are usually not satisfactory. Two kinds of validity 
kept in mind; factorial and practical. The former am 
question "What does this test measure and to what 1 
The latter answers the question HCan we predict an 
1ccess any better by using this test than \\;e could 
it: and, if so, to what degree?" 
:actorial validity of the five scores can be vouched for 
basis of the operations by which they were derived. 
Jperations included factor analyses of items and an 
-consistency selection of the scored items. The fact 
~ scores have reliabilities far in excess of their inter-
ions is evidence that each measures something .con-
r and somewhat uniquely. 
lity of Scores for Trait M.-The validity for trait 
checked by comparing the distributions on the trait 
,f 50 males and 50 females not used in the item analy· 
tety-two percent (46 out of 50) of the males were 
he median of the distribution of the 100 scores of the 
es combined, and 92% ( 46 out of 50) of the females 
:low the median of this distribution. The overlap was 
~ of the 100 scores. Some males are more Jeminine in 
actions than some females and vice versa.10 
lity for Supervisory PeHonnel.-There is much 
' that this Inventory has value for the selection of 
;ory and administrative personnel. In one business or-
on the Inventory had been administered to branch 
rs and executives. Ratings of the personal qualities 
formance of 26 of these administrators were correlated 
~ five trait scores. Correlations were .58 and .56 with 
for factors M and N, respectively. Correlations with 
, A, and I, in this study, were not significant but were 
ve of validity. 
Lbutions of scores were obtained for the five traits in 
ne organization for 45 administrative personnel, and 
·ge manufacturing organization for 242 supervisors of 
levels. While high medians for these groups in any 
Jres do not necessarily mean that the Inventory is pic· 
l superior group in these traits, the distributions are 
ggestive and it is of considerable interest to compare 
ith the distributions for the norm group. This com-
is made on the basis of C-scores in the following table: 
1rioon of Supervisory ( S) and Administrative 
(A) Groupo with the Norm Group (N) 
Percentage Percentage 
Median with C-scores with C-scores 
Score of 6 and above of 4 and below 
s A N s A N s A 
5.1 4.5 40 43 35 40 41 49 
6.0 6.6 40 60 73 40 21 9 
6.2 7.1 43 76 84 43 12 7 
6.5 7.1 40 72 93 40 19 2 
6.3 7.5 40 65 69 40 19 II 
nedians for the norm group were approximately 5.0. 
y trait except G it can be seen that the two leader 
tend to score higher than the norm group, and the 
.trative group tends to score higher than the supervisory 
fhe exception in the case of trait G is probably partly 
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accountable on the basis of the greater age level of the admin-
istrators and partly by the fact that administrative jobs are 
desk jobs in which a too-active individual in the physical 
sense would probably be restless. The higher scores in M are, 
of course, largely accounted for by the comparison of groups 
of males only with a mixed group. The comparison of the S 
and A groups as to M scores, however, may be significant. 
On the basis of all the evidence, it would seem that for the 
selection of supervisory and administrative personnel, the 
following C-score ranges for the five traits should be observed: 
Most favorable scores 
Least favorable scores 
G 
4-7 
0-1 
A 
6-8 
0-2 
M 
7-10 
0-3 
I 
6-9 
0-2 
N 
7-10 
0-2 
Other scores are intermediate to these ranges and are more 
or less favorable depending upon their nearness to the one 
range or the other. 
There are reports from test users that this Inventory is very 
helpful in the selection of salesmen. Efforts to obtain tangible 
evidence upon this point from them, however, have thus far 
proved fruitless. We would very much appreciate hearu~ 
from users at any time concerning the value of this Inventory. 
Most helpful to us, and thus to other users, are data such at~ 
we have presented above. 
Administration of the lnventory.-Best results will be 
obtained if the test is administered to subjects individually or 
in small groups under supervision. An appeal for full cooper-
ation is desirable. Ideally, any implication that the individual's 
future status will hinge on the outcome should be avoided. The 
instructions as printed on the test booklet should not be altered 
by additions or amendments. Every person should be given 
sufficient time to complete the test. All can usually finiah 
within 30 minutes. 
Scoring.-Complete instructions for scoring are given on 
the scoring keys. 
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APPENDIX D 
Copy of Abridged Mahoney Child Development Expectancy 
Index 
CHILD E.XPECTANCY CHECK LIST 166 
Name Date 
------------------------------------------ ----------------
DIRECTIONS 
~ck all of the items you would expect an average child 9 years old to be able to 
:complish. Be sure to keep in mind the typical nine year ol.d rather than a few 
.ose friends • 
1. Knows the parts of speech ( __ ) 
2, Begins to accept conventional etiquette of eating ( __ ) 
3. Can measure accurately with a ruler (.::::) 
4. Reads on own initiative (~) 
5• Can assume group leadership (J:j 
6. Has some of the skills for making pictorial maps, dioramas, etc. ( __ ) 
7. Can sound out 6 out of 10 completely phonetic unfamiliar words (~) 
8. Rebels somewhat at compl.ete validity of statements of adults ( ~) 
9. Informed about effects of alcohol and drugs on the body ( __ ) 
10. Cuts his own meat at meals unassisted (~ 
11. Writes occasional short letters, addressing and mailing them 
without help ( __ ) 
12. Disavows literal Santa Claus (~) 
13, Has some comprehension of time relationships in geol.ogic ages ( __ ) 
14, Can follow the main action in stories 50 pages long ( __ ) 
15. Can handle safely the.machines and gadgets encountered in home 
and school l.iving ( __ ) 
16. Can bridge tens (~) 
1.7. Purchases independently such clothing accessories as neckties, 
ribbons, undergarments, etc. ( __ ) 
18. Understands the major aspects of reproduction in humans ( __ ) 
19. Substitutes "realistic" ideals for "glamorous" ideals ( __ ) 
20, Can write Roman Numerals up to XX ( __ ) 
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21, Has a silent reading rate of between 95 and 120 words per minute (~) 
22. Can recognize some musical instruments by sound (~) 
23. Uses simple tools or utensils (.J.C) 
24, Knows the relative locations of the major regions of the world (__) 
25, Does such tasks as dusting, cleaning, wiping dishes, etc, (~) 
26, Can make 5 to 10-minute oral reports ( __ ) 
27, Plays "school," sand-lot baseball, follow-the-leader, etc, (V) 
28. Adopts the social conventions of sex modesty (~) 
29. Can read any number up to l,C~,OOO ( __ ) 
30. Answers ads; purchases by mail ( __ ) 
31. Realizes his a~oions will affect the response of others to him (~) 
32. Has a reading vocabulary of 300 history and geo~raphy words and 
a reco3nition vocabulary of an additional 300 ( __ ) 
33. Bathes self unaided (~) 
34. Can spell from dictation 7 out of 10 unfamiliar one-syllable words 
if they are completely phonetic (~) 
35. Knows the food combinations and vitamins necessary for a whole-
some meal ( __ ) 
36. Has a collection hobby ( __ ) 
37. Can measure areas of simple plane figures ( __ ) 
38, Does odd jobs such as gardening, delivering newspapers, etc., 
for renumeration ( __ ) 
39· Can spell about 1500 common words ( __ ) 
40. Can skip or hop on one foot (~) 
41. Recognizes perspective in art ( __ ) 
42. Understands that many words pair off as opposites (\/) 
43. Reads silently at the rate o:t' 200 words per minute ( __ ) 
-:;:-
44. Can write le~ibly 4o to 60 letters a minute 
45. Can throw and catch a large softball 
46. Cries very little over mild physical accidents 
47. Can solve simple one-step and two-step arithmetic 
48, Goes about home town freely 
49. Writes business and social letters to impart serious information 
50. Begins to develop skill in social dancing 
51. Competes for the teacher's approval 
52. Rejects vocational choices based on childish fantasies 
53. Performs responsible routine chores with little or no direction 
5l~. Can jump rope and suspend from a bar 
55. Shows pride in completing his share of a class project by calling 
attention to it, 
56. Can reproduce simple designs from memory 
57. Selects appropriate clothes with regard to peer customs 
58. Uses complex sentences correctly when necessary 
59. Knows how to take turns in games, sports, or talkin3 
6o. Can use common units of cubic measure 
61. Can remember a series of three or more steps when listening to 
directions 
62. Knows about the products that common animals provide to man 
63. Can name and reco~nize all the letters of the alphabet in random 
order 
64. Be3ins to accept own physical and intellectual limitations 
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65, Has a reco3nition span of at least four-letter words such as "come" 
and 11hand 11 • 
66. Exercises complete care of dress 
CtJ 
co 
(_) 
( J::J 
(_) 
(_) 
(,.L) 
(_) 
(_) 
c.J 
(J.::.J 
(J.:J 
(_) 
(_) 
(.JL) 
(_) 
(_) 
(_::_) 
(\.L) 
(JL} 
(IL) 
(_) 
'12· 
7 3· 
74. 
75· 
76. 
77. 
78. 
79· 
80. 
-4-
Can read simple diasrams, graphs, and tables 
Can arrange classroom furniture for effective group >rork 
Has some capacity to be a good sport when defeated 
Kno\·IS how to use a table of contents and index 
Kn.ows the standards of letter formation, spacing, and aligliunent 
in manuscript or cursive form 
Feels himself a part of clean playgrounds, orderly halls, etc. 
Can skip to music in unison with others 
Can preside over a meeting with skill 
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(_) 
(lL_) 
Ct.J 
(_) 
(JL) 
(.!L) 
Shmrs concern for unfinished work, satisfaction at completed work 
(_) 
(_) 
(_) 
C:L) 
(L) 
Can read a simple melody 
Covers nose and mouth with handkerchief when sneezing 
Can spell 500 to 700 of the most commonly used words 
Respects opinions of others but is becoming more critical of 
adults 
Can blend voice in "part" singing 
(_) 
(_) 
APPENDIX E 
Letters to Critic Teachers 
Initial Letter 
lst Follow-up Letter 
2d Follow-up Letter and its Enclosed Post Card 
Dear 
c/o Dr. Ralph Garry 
Boston University 
School of Education 
332 Bay State Road 
Boston, ~sachusetts 
I need your help because you are a successful, experienced 
teacher. 
I am working on a research project for Boston University. I 
can not succeed without your cooperation. 
I enclose three questionnaires. You can answer the questions 
just as fast as you can read them. Even so, I am asking for about 
an hour of your time. There are no right or wrong answers to the 
questions. Answer them the way you think. 
Please record your answers to the questionnaires labeled 
GAMIN and Minnesota Teacher Attitude Inventory on the proper IBM 
answer sheets provided. (A regular pencil will be fine.) Please 
record your answers to the Child Expectancy Check List right on 
the Check List itself in the space provided. Then send everything 
back to me in the enclosed stamped envelope. 
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Here is a little more background for making this request which 
is so important to me. I am trying to gain further norms and. 
related information about the enclosed questionnaires. As you 
know, a test is only as good as its standardization. As an out-
standing, experienced. teacher who has worked with student teachers, 
you will help in that standardization if you answer the question-
naires just the way you feel at the moment you read them. Remember 
this is not a measure of your knowledge--it is a survey of opinion. 
Your answers will be 100 per cent confidential. I have not 
told administrators in your system that I have sent you these 
questionnaires because this study has nothing whatever to do With 
your job. It may not be very flattering to say that all you will 
be is a numerical stattstic in a thesis--but you will be just that 
anonymous. In spite of this, your sincere answers based on how 
you really feel are essential. 
-2-
I hope the directions for completing the questionnaires are 
clear as printed on the booklets themselves. I might encourage 
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you to answer every question. When you answer the Child Expect-
ancy Check List remember it is not a child development exam. I 
want to know how you think. I'm interested in establishing what 
teachers think about children's capabilities , not what books on 
child development may say. Just sit down and answer every question 
on all three questionnaires the way you really feel. 
!. !!£ not ~ your !!!!:!!!. !2!! !!!!l of the booklets 2!:_ answer sheets • 
By numbering the questionnaires I am-able to keep track of the areas 
from which questionnaires are returned. I have to do this to keep 
my records straight. I also had better confess that I need your 
help so much that I want to ask you again if you don't answer this 
first re~uest. You see because Vermont is such a small state, and 
because I want to get norms from several groups within the State, 
I just can't afford to be satisfied with a small percentage of 
returns. Even at this busy season, may I ask that you return the 
questionnaire to me within a week or ten days. 
If you have any questions which you would prefer to ask 
before helping me, please feel very free to write to me at the 
address given in the heading of this letter. 
Very truly yours, 
Alpheus Sanford 
SUMMARY: 
1. Answer all questions just as you feel. There are no 
right or wrong answers. 
2. Return everything to me in the enclosed, stamped 
envelope. 
3. Thanks. You are wonderful to cooperate. 
AS/yg 
c/o Dr. Ralph Garry 
Boston University 
School of Education 
332 Bay State Road 
Boston, Massachusetts 
JUne 29, 1956 
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Around the first of JUne I sent out three questionnaires to a small, 
select group of experienced Vermont teachers. 
I am extremely grateful for the high percentage of returns which I 
have received, As a matter of fact, some people at Boston University 
have told me that it would be very difficult for me to complete my study 
in Vermont because I could not get enough teachers to respond in a state 
with such a small population. I did not believe these comments, and I 
still don't. The splendid first returns justify my optimism. 
I hope that you will take this follow-up letter as a gentle reminder 
that I am still counting on you. Please complete the questionnaires for 
me whenever you find it possible. Your individual help honestly is 
needed. Just as in an election, your response is the important one. 
Kindly disregard this second note if you have sent in your question-
naire. As you know, I am keeping your responses strictly confidential 
and will never use your name in my study, 
If you would like to ask me any questions before sending in your 
answers, let me assure you that I would welcome the opportunity to 
correspond with you further, 
very truly yours, 
Alpheus Sanford 
AS/yg 
c/o Dr. Ralph Garry 
School of Education 
Boston University 
332 Bay State Road 
Boston, Massachusetts 
February 1, 1957 
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This letter is a follow-up to a set of three question-
naires which I sent to you last spring. 
You will be interested to know that I sent the three 
questionnaires to ninety-nine experienced teachers in 
Vermont. Nearly sixty have already answered the question-
naires and returned them to me in a way that provides me 
with needed data but keeps answers from any given individual 
completely anonymous. 
I have r~w had an opportunity to study the data from 
these sixty teachers and to discuss the data with my ad-
visors at Boston University. It is their opinion that I 
should have a higher percentage of returns before proceeding 
with further statistical analysis of the data. 
The above gives you some idea of why I have the nerve 
to ask you again to devote some of your time to helping me 
out with my research project. If I can convince fifteen of 
you busy P-eople to complete my questionnaires I will then 
have a 75% return which will be considered acceptable for a 
study of this type. 
I honestly do not want anyone to answer my question-
naires if he or she really would prefer not to. I am 
writing this letter because I believe that many of you re-
ceived the questionnaires at an extremely busy time last 
spring just before school was closing for the summer. It 
is my hope that you will be willing to send in my question-
naires now that you have received this letter from me indi-
cating how much I still need them. 
I realize that in some cases you are no longer teaching 
in the same school where you were last year. Your present 
status in no way effects my study so I hope you will answer 
my questionnaires even if you have left the state or are no 
longer teaching. 
I enclose a post card which I believe will help me to 
determine whether I can obtain a 75% return on my project. 
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As you know, answers from individual teachers are by them-
selves of no significance to me; therefore your name is not 
needed on the accompanying post card and of course will 
never be used in my study. I have used a coding system in 
order that I would know to whom to write follow-up letters. 
Remember that in a small state like Vermont your answers 
really count. I hope you will be able to check "Number 1" 
or Number 2" on the enclosed post card. 
Very truly yours, 
Alpheus Sanford 
D z. 
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POST CARD 
I will send you my answers to your questionnaire 
as soon as I get a chance. 
I no longer have the questionnaires which you 
sent me. If you send me another set I will 
try to answer them for you. 
I am sorry to say that I cannot help you with 
your project. 
APPENDIX F 
All Raw Score Test Data 
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ALL RAW SCORE TEST DATA 
Cadet Scores Paired Critic Scores 
Guilford-
~AI Guilford-Cadet MTAI AMCDE Martin AMCDE Martin 
Score Index Inventory Score Index Inventory 
of Factors of F~ctors 
Bef. Aft IBe"? IAft G lA IM 'I ,N li A l. N 
1 -12 -19 24 22 9 16 11 32 27 61 25 10 23 10 46 35 2 40 37 28 27 19 27 22 27 11 
3 38 35 26 29 24 36 19 41 20 56 29 20 24 24 33 21 
It 57 40 23 20 12 10 6 25 17 
5 43 37 25 22 7 11 19 34 26 -13 15 15 13 37 33 
6 59 25 II 25 23 15 15 26 34 17 57 22 13 24 17 42 39 7 77 90 25 15 12 22 15 35 28 38 25 13 21 15 31 29 
8 57 87 26 25 17 30 27 39 26 63 21 10 12 14 26 19 
9 32 48 27 28 9 8 5 27 22 
10 63 -23 23 29 12 24 19 40 31 50 3.3 11 22 18 .34 2.3 
11 10 23 26 24 16 15 21 36 31 25 .32 16 .32 22 41 29 
12 55 5 21 23 15 13 15 12 g 74 22 6 11 12 26 25 
13 48 72 22 21 14 16 12 21 8 lit 84 80 29 25 19 15 18 32 29 
15 1 17 25 27 9 14 16 22 24 37 26 12 21 15 35 34 
16 35 36 25 22 li 11 8 18 18 17 33 49 30 22 24 13 35 31 89 27 12 23 12 44 38 18 55 94 27 23 9 24 25 45 37 42 16 9 19 13 42 32 
19 
- 9 5 23 25 4 12 25 23 22 39 17 13 20 17 38 32 20 59 91 19 27 6 24 11 36 25 7 21 19 28 12 37 15 
21 56 47 21 ~i 6 13 20 33 18 69 25 7 16 11 35 .33 22 62 53 29 16 28 15 25 17 67 20 12 15 11 41 29 
23 -16 15 32 27 19 34 26 41 .31 61 18 17 20 9 .31 27 
24 42 45 26 20 1.3 22 27 39 30 13 21 11 19 12 37 41 
25 24 20 27 26 8 16 g 16 17 
26 58 27 31 26 g It 7 23 12 52 26 19 23 16 41 29 
27 20 12 20 21 21 17 11 32 15 36 28 14 17 10 33 25 28 19 23 25 18 6 18 30 44 26 
29 70 65 22 25 6 20 13 39 33 31 25 10 18 14 44 36 
30 44 49 32 25 16 27 25 25 37 24 19 19 22 17 28 24 
31 44 40 18 20 8 It 18 28 22 -21 20 15 21 10 36 34 
32 -19 33 28 26112 17 12 26 17 33 -28 5 36 32 3 7 17 20 19 88 21 15 15 14 38 23 
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ALL RAW SCORE TEST DATA - Continued 
Cadet Scores Paired Critic Scores 
Cadet MTAI AMCDE 
Gu~~rord.-
!MTAI AMCDE 
Gu~Uord-
Martin Martin 
Score Index Inventory Score Index Inventory 
o! Factors o! Factors 
Bef A!t IBef. IArt. G lA IJ.Vl. ~ IN G A M II N 
34 27 28 28 22 10 26 15 44 36 39 7 14 9 24. 21 
35 1 7 33 27 6 10 26 34. 22 20 28 14. 16 16 22 16 
36 57 23 20 26 12 26 9 33 24 17 32 17 17 8 36 21 
37 - 2 40 33 28 13 24 25 32 23 96 21 21 26 22 39 25 
38 -29 
- 9 21 24 8 15 12 27 19 26 22 17 14 11 31 23 
39 21 10 29 18 8 14. 11 31 20 63 22 6 14 6 38 33 
4.0 12 
- 3 19 21 22 31 30 29 13 72 25 16 21 26 40 33 
41 60 48 22 21 13 25 19 38 31 38 30 11 21 18 40 32 
42 5 52 25 27 15 12 21 31 25 88 29 7 24 27 46 43 
43 24 -22 28 21 11 20 11 35 24 
" 
28 14 21 20 42 28 
44 103 98 30 28 13 27 17 44 33 41 21 14 17 8 30 18 
45 27 28 28 29 18 29 18 40 31 
46 30 36 24- 22 9 25 25 43 28 
47 -11 
- 4 27 24 19 29 25 34 ~i 16 27 8 16 10 37 29 48 49 79 26 17 21 25 16 33 5 22 13 13 7 30 26 
4-9 31 4 22 21 11 19 16 42 33 58 21 9 7 14 31 39 
50 45 40 18 21 6 17 8 27 22 
- 4 24 9 8 8 22 18 
51 61 ~ 19 23 10 25 15 38 19 32 31 10 19 13 38 23 52 46 22 25 ~ 15 19 33 20 45 28 10 9 11 19 14 53 56 i~ 25 25 31 24 5i 21 -10 23 21 16 6 24 7 54 39 20 19 8 10 12 21 38 26 11 18 12 28 17 
55 4 16 25 22 10 18 22 32 22 5 25 15 26 10 35 11 
56 80 90 23 24 13 15 17 9 12 
- 5 18 11 19 14 35 32 57 80 81 ~i 19 5 12 13 36 31 58 67 38 24 13 28 24 26 20 
59 45 41 23 22 12 15 14 27 20 
60 -28 11 28 30 3 12 19 16 20 39 23 10 8 6 22 14-
61 50 72 30 26 14- 26 15 37 32 53 21 7 6 6 21 27 62 20 20 14- 18 4 21 11 38 34 
63 3 11 22 27 9 7 10 14- 15 82 25 15 31 23 4-6 38 
64. 57 51 25 24 16 19 14 39 22 23 29 11 17 15 29 28 
65 
- 2 5 27 28 13 15 14 20 11 33 30 14 28 17 34. 24. 
66 25 26 26 22 19 24 27 4.0 37 
67 61 52 13 22 18 25 14 40 21 19 18 10 17 15 18 10 
68 62 59 20 16 15 32 18 42 29 41 22 3 13 17 40 31 
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ALL RAW SCORE TEST DATA - Concluded 
Cadet Scores Pai ed Critic Scores 
Guilford- Guil:ford-
Cadet MTAI AMCDE Martin MTAI AMCDE Martin 
Score Index Inventory Score Index Inventory 
r Factor of Factors 
Ber Aft. Be£ IA!t. G A M I N G lA M II N 
69 -21 -31 27 28 9 28 24 40 31 17 20 12 22 16 47 41 70 23 60 31 28 4 15 31 32 30 42 27 12 23 18 37 M 
71 42 19 22 22 I 3 4 22 33 38 55 29 9 9 12 15 11 
72 69 104 22 26 13 24 17 40 30 -32 26 4 13 19 26 20 
73 21! 52 27 21 14 21 15 21! 20 
74 40 44 15 21! 7 4 14- 19 21! 56 24- 6 17 19 39 36 
75 1 
- 1 27 33 12 20 20 4-4- 31 20 21 10 20 10 37 30 
76 69 92 20 26 12 21 21 4-2 4-0 34- 20 9 9 15 27 20 
77 4-1 61 22 26 20 32 22 4-l! 27 
78 97 1!4- 26 30 5 13 16 24- 34-
79 78 68 25 16 14- 26 14 39 34 ao 6 30 25 34- 12 22 12 37 27 36 31 7 20 18 33 27 
1!1 70 98 17 20 8 35 15 4-1 31 20 22 3 16 14 37 33 82 40 53 26 21 16 21 13 35 29 23 32 7 11 4- 26 27 
83 63 74 19 23 16 22 21 32 11! 
84 70 83 26 21 9 23 16 42 28 72 24- 5 14- 15 31 25 
85 19 53 18 23 21 18 17 28 16 
86 61 4-0 21 20 6 17 10 33 2' 17 24 11 17 12 40 18 87 49 74- 25 20 2 12 9 22 29 -10 22 10 9 14 29 16 88 6 8 25 27 6 7 11! 24 23 -10 22 3 6 13 28 25 
1!9 23 6 11! 32 13 26 26 40 30 32 21 ll 17 8 26 22 
90 43 38 29 25 14 13 5 25 10 22 29 15 13 11! 39 33 
91 34- 4 22 30 511 11 37 28 14 20 8 11 10 35 36 
92 63 67 21! 24 12 12 13 43 35 
93 64- 1!4 31 27 16 23 15 40 19 104 26 3 26 23 4-7 l39 94 62 65 24 22 6 19 16 25 29 70 19 19 24 25 4-4- ~a 95 9 31 22 33 10 14- 13 31 27 86 27 10 24 16 45 
96 ~ 41 21 16 10 12 12 18 19 97 1!6 21! 21! g 12 16 33 27 
91! 89 105 22 11! 17 32 11! 41 33 -15 22 3 13 11 ~i ~~ 99 51! 59 28 27 3 12 ia 32 34 82 25 15 31 23 100 
- 2 - 5 26 25 15 17 24 18 
101 23 23 8 15 23 33 34 
102 1- 9 29 9 31 29 47 40 
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